University of South Florida

Digital Commons @ University of South Florida
USF Tampa Graduate Theses and Dissertations

USF Graduate Theses and Dissertations

June 2022

Male Student Experiences in Community-Based Federal WorkStudy (CBFWS): Exploring the Relationship of CBFWS to
Academic Performance, Career Readiness, and Social Support
Dustin Krein
University of South Florida

Follow this and additional works at: https://digitalcommons.usf.edu/etd
Part of the Educational Administration and Supervision Commons, and the Other Education Commons

Scholar Commons Citation
Krein, Dustin, "Male Student Experiences in Community-Based Federal Work-Study (CBFWS): Exploring the
Relationship of CBFWS to Academic Performance, Career Readiness, and Social Support" (2022). USF
Tampa Graduate Theses and Dissertations.
https://digitalcommons.usf.edu/etd/9392

This Dissertation is brought to you for free and open access by the USF Graduate Theses and Dissertations at
Digital Commons @ University of South Florida. It has been accepted for inclusion in USF Tampa Graduate Theses
and Dissertations by an authorized administrator of Digital Commons @ University of South Florida. For more
information, please contact scholarcommons@usf.edu.

Male Student Experiences in Community-Based Federal Work-Study (CBFWS):
Exploring the Relationship of CBFWS to Academic Performance, Career Readiness, and Social
Support

by

Dustin Krein

A dissertation submitted in partial fulfillment of the
requirements for the degree of
Doctor of Education in Educational Program Development
with a concentration in Educational Innovation
Department of Language, Literacy, Ed.D., Exceptional Education, and Physical Education
College of Education
University of South Florida

Major Professor: Bárbara C. Cruz, Ed.D.
Sarah Kiefer, Ph.D.
Byron Miller, Ph.D.
Thomas E. Miller, Ed.D.

Date of Approval: May 20, 2022

Keywords: male students in postsecondary education, male student success, community
placements, university-community partnerships
Copyright © 2022, Dustin Krein

DEDICATION
First and foremost, I dedicate this dissertation to my parents David D. Krein and Michelle
J. Champagne, who instilled in me the importance of education from an early age. You have
given me so much. I dedicate this to you both for your never-ending support and love.
Secondly, I dedicate this study to any male student in higher education who has felt lost,
confused, and frustrated with the educational system in the United States—I understand how you
feel. However, it is possible to push forward and succeed. My hope is this work will illuminate
insights for future studies on Federal Work-Study and experiential/community-based practices to
support male students in postsecondary education.

ACKNOWLEDGEMENTS
A special thank you to my major professor, Dr. Bárbara Cruz, and my doctoral committee
members: Dr. Sarah Kiefer, Dr. Byron Miller, and Dr. Thomas Miller. You all have been
awesome to work with and my life has been much enriched by our paths crossing—I look
forward to keeping you as part of my “academic family” as Dr. Kiefer would say. I consider you
all colleagues and mentors for the rest of my life—much respect to you all.
A special thank you to the participants of this study—my hope is that your voices have
been honored in this study! A special thank you to Dr. Lillian Wichinsky, Heba El-Tall, MPA
and Maria Trogolo, MA.
The following people have had on impact on me over the last several years and deserve
my acknowledgement in supporting me to where I am today:
Sanford Tollette and Binky Martin-Tollette of Joseph Pfeifer Kiwanis Camp, Little Rock, AR
Corbin Huffstutter, Youth Program Specialist, Our House, Little Rock, AR
Julie Finnegan, Associate Director, Upward Bound, Castleton University
Jennifer-Kristina Jones, M.A., Director of Academic Support Center, Castleton University
“Mr. Bill” Bill Wiles, M.A. Professor of English, Castleton University
Joe & Barbara Justus and members of St. Michael Episcopal Church Folk Choir, Little Rock, AR
Jason Kushner, PhD, University of Arkansas at Little Rock
Jim Mitchell, MBA, Friend/Mentor, Fayetteville, AR
Keith Fudge, Ph.D., Professor of English, University of Arkansas, Fort Smith
Cammie Sublette, Ph.D., Professor English, University of Arkansas, Fort Smith

A special thank you to my doctoral cohort colleagues “Cohort ‘19” - could not have
asked for better people to share this journey with; much love and respect to you all.
A special thank you to my friends and family.
Thank you to USF College of Education and the professors within the EdD program—I
am so grateful for you!
Last but not least: Thanks Be to God!

TABLE OF CONTENTS
List of Tables ................................................................................................................................. iv
List of Figures ..................................................................................................................................v
Abstract .......................................................................................................................................... vi
Chapter One: Introduction
Introduction ..........................................................................................................................1
Background on Federal Work-Study (FWS) and Community-Based FWS ........................2
Community-Based Federal Work-Study: The University of South Florida Context ..........5
Statement of the Problem .....................................................................................................6
Significance..........................................................................................................................8
Research Questions ..............................................................................................................9
Purpose of the Study ..........................................................................................................10
Overview of Theoretical Framework .................................................................................10
Overview of Methodology Framework .............................................................................11
Researcher Educational Background and Perspectives .....................................................11
Delimitations ......................................................................................................................12
Definition of Key Terms ....................................................................................................13
Significance of Study .........................................................................................................17
Chapter Two: Literature Review
Introduction to the Literature Review ................................................................................18
Federal Work-Study and Student Employment .................................................................19
The Normalcy of Working While Enrolled in College ..........................................19
On-Campus and Off-Campus Work Positions.......................................................19
Alignment with Students’ Fields of Study .............................................................20
Intentionality of Student Employment Positions ...................................................22
Impact on Student Outcomes .................................................................................25
Academic Outcomes and Its Relation to Federal Work-Study ..............................28
Student Outcomes and Their Relation to Gender ..................................................30
Barriers and Catalysts for Male Student Success in Postsecondary Education .................31
Gender Achievement Gap ......................................................................................31
Societal Expectations Among Male Students ........................................................33
Expectations of Masculinity Among Male Students .............................................34
Male Students and Academic Engagement............................................................36
Male Perceptions of Community-Based Practices in Higher Education ...............37
Acknowledging Male Students ..............................................................................38
Framing Student Programming with Male Students in Mind ................................38
Social Support Among Male Students ...................................................................39
i

Conclusion .........................................................................................................................41
Considerations and Limitations of Reviewed Literature .......................................41
Discussion ..............................................................................................................46
Chapter Three: Methodology
Restatement of the Problem ...............................................................................................49
Case Study Research Methodology ...................................................................................52
Case Selection ....................................................................................................................54
Data Sources ......................................................................................................................55
Participants .............................................................................................................55
Interviews ...............................................................................................................57
Documents .............................................................................................................62
Researcher’s Journal ..............................................................................................64
Ethics and Data Security ....................................................................................................65
Data Analysis .....................................................................................................................67
Quality Criteria ..................................................................................................................70
Rigor, Credibility, and Significant Contribution ...................................................71
Chapter Summary ..............................................................................................................74
Chapter Four: Findings
Introduction ........................................................................................................................75
Research Journal ................................................................................................................76
Introduction to Research Journal ...........................................................................76
Initial Thoughts on Male Students and their Experiences in CBFWS at USF ......76
My Perspective (and Potential Bias) about Community-Based Experiences
and Male Students ..................................................................................................78
The Larger Issue of the Gender Gap in Higher Education ....................................80
The Problem of Practice.........................................................................................80
Program Documents...........................................................................................................81
Male Student Responses from USF CBFWS Exit Interviews:
Conducted April-May 2018 ...................................................................................82
Introduction ............................................................................................................82
Findings from USF CBFWS Exit Interviews: Conducted April-May 2018 ..................... 83
Most Rewarding CBFWS Experiences ..................................................................83
Skills Gained in the CBFWS Experiences .............................................................83
Challenges Encountered in the CBFWS Experiences ...........................................84
Possible Improvements for CBFWS ......................................................................84
Willingness to Return to CBFWS ..........................................................................85
Quote that Summarizes CBFWS Experiences .......................................................85
Questions for OCEP ...............................................................................................86
Male Student Responses from USF CBFWS Exit Interviews:
Conducted April-May 2020 ...................................................................................88
Introduction ............................................................................................................88
Findings from USF CBFWS Exit Interviews: Conducted April-May 2020 ..................... 89
Demographic Information from Male Students .....................................................89
Reasons to Attend USF ..........................................................................................90
ii

Student Services Utilized at USF ...........................................................................90
Motivations to Join CBFWS Program ...................................................................91
Previous Experience Working On-Campus and How It Differs from CBFWS ....91
Enriching Experiences in CBFWS.........................................................................92
Relation Between CBFWS and Academic Performance .......................................93
CBFWS and its Relation to Career and Graduate/Professional
School Preparation .................................................................................................93
Relation Between Male Student and CBFWS Placement......................................94
Additional Comments and Insights from Male Students in CBFWS ....................95
Male Student Responses from USF CBFWS Exit Interviews:
Conducted April-May 2021 ...................................................................................98
Introduction ............................................................................................................98
Findings from USF CBFWS Exit Interviews: Conducted April-May 2021 ....................100
Demographic Information from Male Students ...................................................100
2020-2021 Experience at USF .............................................................................100
USF Services Utilized by CBFWS Male Students During COVID-19 ...............101
Working Relationship with CBFWS Placement ..................................................102
CBFWS Effect on Academic Performance..........................................................102
CBFWS Effect on Career Readiness ...................................................................103
Additional CBFWS Experiences Meaningful to Male Students..........................103
Additional Comments and Insights from Male Students in CBFWS ..................104
Interviews .........................................................................................................................107
Introduction to Interviews Conducted in Fall 2021 .............................................107
Pablo – Of the Community and In the Community .............................................109
James – Software Engineering with Service in Mind ..........................................114
Joe – A Real, Adult Job .......................................................................................120
AJ – A Passion for Entrepreneurship ...................................................................124
Wilbur – Opportunity to Improve Communication .............................................129
Chapter Summary ............................................................................................................134
Chapter Five: Discussions, Implications, and Recommendations
Summary ..........................................................................................................................136
Discussion ........................................................................................................................139
Diverse Set of Majors Among CBFWS Male Students .......................................139
Indirect Relationship Between the Male Students’ Majors and CBFWS ............139
Positive and Neutral Perception Between CBFWS and
Academic Performance ........................................................................................140
Communication Cited as the Most Developed Career Competency ...................144
The Development of Critical Thinking/Problem Solving Skills..........................146
The Development of Professionalism ..................................................................146
Finding a Sense of Community in CBFWS .........................................................148
Mentorship as a Significant Component of Social Support in CBFWS ..............149
CBFWS Provided Opportunity to Network .........................................................149
Social Cognitive Theory ......................................................................................149
Recommendations for Future Practice .............................................................................150
Increase Awareness About Federal Work-Study (FWS) and
ii

Community-Based Federal Work-Study (CBFWS) ...........................................152
Address Potential Barriers of Male Students Participation in CBFWS ...............154
Build Greater Intentionality into the CBFWS Program .......................................155
Incorporate Mentorship and Networking into CBFWS .......................................158
Market CBFWS In an Inclusive Way ..................................................................158
Position CBFWS as Precursor to Internships ......................................................159
Recommendations for Future Research ...........................................................................160
Use of Quantitative Methods in CBFWS Research ............................................160
Social-Desirability Bias .......................................................................................161
Development of Career Competencies and Its Relationship to
Male Students’ Academic Success ......................................................................162
Community Partner Perspective ..........................................................................163
Gender and Masculinity .......................................................................................164
COVID-19 and its Impact on CBFWS ................................................................164
Virtual Work Settings with Male Student Employees .........................................165
Include Male Students from St. Petersburg and Sarasota-Manatee
Campuses .............................................................................................................166
Conclusion .......................................................................................................................167
References ....................................................................................................................................169
Appendices ...................................................................................................................................183
Appendix A: Email Recruitment Letter Template ...........................................................184
Appendix B: Thank You Email Template to Participants ...............................................185
Appendix C: Informed Consent Form .............................................................................186
Appendix D: Participant Demographic Questionnaire ....................................................188
Appendix E: First Interview Protocol ..............................................................................189
Appendix F: Second Interview Protocol ..........................................................................194
Appendix G: First Interview Questions ...........................................................................196
Appendix H: Second Interview Questions .......................................................................198
Appendix I: Prompting Questions from Research Journal ..............................................199

iii

LIST OF TABLES
Table 1:

Selection Process of Participants ...........................................................................57

Table 2:

Tesch’s Eight Steps in the Coding Process ............................................................68

Table 3:

Finalized Data Collection and Analysis Timeline for First Set of Interviews .......69

Table 4:

Finalized Data Collection and Analysis Timeline for Second Set of
Interviews ...............................................................................................................70

Table 5:

CBFWS Exit Interviews of Male Student Responses (April-May 2018) .............87

Table 6:

CBFWS Exit Interviews of Male Student Responses (April-May 2020) .............96

Table 7:

CBFWS Exit Interviews of Male Student Responses (April-May 2021) ...........105

Table 8:

Demographics of Male Student Participants in Interviews Conducted in
Fall 2021 ..............................................................................................................108

iv

LIST OF FIGURES
Figure 1:

Defining the Male Student Experience in CBFWS for this Study.........................51

Figure 2:

Development of Final Research and Interview Questions .....................................59

Figure 3:

Interview Process with Participants .......................................................................61

Figure 4:

Proposed Overlap of the Development of Career Competencies and
Academic Performance from CBFWS Participation ...........................................144

Figure 5:

Proposed Progression of How CBFWS May Fit into Student Timeline .............160

v

ABSTRACT
Federal Work-Study (FWS) is a form of student employment in postsecondary education funded
by a student’s financial aid. At the University of South Florida (Tampa campus), in the
Community-Based Federal Work-Study (CBFWS) program managed by the Office of
Community Engagement and Partnerships (OCEP), there has been a decreasing rate of
participation among its male students compared to female students. This study examined the
experiences and perspectives of male students in CBFWS at USF. The study was guided by one
central research question with three sub-questions: From the perspective of the male student
participants, what is their CBFWS experience in relation to: (1) academic performance, (2)
career readiness, and (3) social support? This study utilized an exploratory, qualitative case
study approach theoretically framed by Albert Bandura’s Social Cognitive Theory. The study
utilized three sets of data: (a) documents, (b) interviews, and (c) a researcher journal. The
findings showed most male students in CBFWS believed the program provided opportunities to
build communication skills, network with other professionals, build relationships with staff
members, and increase knowledge of the local community. The behavior and cognitive factors of
the participants were particularly influenced by the environmental context of the individual
community placements. Implications of the findings include striving to build a framework for
CBFWS which considers the culturally universal and culturally specific qualities of its students.
In turn, this could result in promoting greater engagement among male students in communitybased programming.
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CHAPTER ONE
INTRODUCTION
As the Program Planner for the Office of Community Engagement and Partnerships
(OCEP), I conducted exit interviews for our Community-Based Federal Work-Study (CBFWS)
program at the University of South Florida (USF) at the end of each spring semester. I heard
directly from students about the experience of the CBFWS program and its impact on their lives.
This was one of most rewarding aspects of my position at USF. One exit interview from the
spring of 2021 stands out among the others. It was with an African American male student who
commented: “I think this is a program a lot more students should know about. I think it should be
broadcasted throughout the campus. I think a lot of students could benefit from it. The way it has
helped me, I want someone else to feel that same way.”
When I heard this feedback, I knew I had selected the right topic for my dissertation. My
motivation was always rekindled upon hearing such personal testimony of the CBFWS program.
It also brings me back to my experiences in national service with AmeriCorps. In trying to find
stability and purpose in an unpredictable world, service in local communities became a bedrock
of my life. As my journey took me into higher education, I see myself able to serve local
communities and students in ways which mirror those earlier experiences in AmeriCorps. Such
praise from a male student about CBFWS reinforced the suggestion that community-based
practices may lead to life-altering experiences with males—a demographic of students who are
struggling to graduate at the postsecondary level (Mintz, 2019). This was the driving motivation
for this study.
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In this research, I aimed to investigate the role and promise of CBFWS in relation to male
students’ perceptions of the impact of this program on their academic, career, and social success,
and how that feedback would be helpful in better understanding male college students in
CBFWS. By investigating the lived experiences of CBFWS male students, this study aimed to
explore and provide insight into students who are underrepresented in this community-based
FWS program.
Background on Federal Work-Study (FWS) and Community-Based FWS
Federal Work-Study (FWS) in the United States initially began with the Economic
Opportunity Act of 1964 to “stimulate and promote the part-time employment of students in
institutions of higher education who are from low-income families and are in need of the
earnings from such employment to pursue courses of study at such institutions” (Campus
Compact, 2019). A participating institution applies each year for FWS funding by submitting a
Fiscal Operations Report and Application to the U.S. Department of Education. Using a statutory
formula, the Department allocates funds based on the institution’s previous funding level and the
aggregate need of eligible students in attendance in the prior year. In most cases, the school or
the employer must pay up to a 50 percent share of a student’s wages under FWS. In some cases,
FWS jobs as reading or mathematics tutors at off-campus sites, the federal share of the wages
can be as high as 100 percent (US Department of Education, 2014).
Students must file a Free Application for Federal Student Aid (FAFSA) as part of the
application process for FWS assistance. Students may be employed by the institution itself, or a
federal, state, or local public agency including private nonprofit organizations. Institutions must
use a percentage of their work-study allocation to support students working in community
service jobs, including reading tutors for preschool age or elementary school children,
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mathematics tutors for students enrolled in elementary school through ninth grade, literacy tutors
in a family literacy project performing family literacy activities; or emergency preparedness and
response (US Department of Education, 2014).
FWS legislation improved the economic circumstances of students for a segment of the
population who did not have equal access to higher education. Nearly 30 years later, the
additional component of community service was stipulated. The Higher Education Amendments
of 1992 mandated five percent for community service work as part of FWS for each institution.
Then in 1998 with President Clinton’s reauthorization of the Higher Education Act of 1965, the
required community service component of FWS was increased to seven percent (Campus
Compact, 2019).
While the FWS program has supported educational opportunities for many students over
the past several decades, it is fundamentally outdated and does not meet the demands of today’s
students. More specifically, FWS often lacks a connection to students’ career goals and the realworld experience needed to be successful in the workforce. Critics point out that several
institutions lack actual data on their FWS programs and lack the proper metrics to evaluate the
program’s effectiveness, especially in today’s economy (NASFAA, 2016b). FWS program
policy changes have been introduced at the federal level with the bipartisan Classroom to Careers
Act of 2019 in the U.S. Senate which “permits institutions of higher education to enter into
private-sector employment agreements with the Department of Education in order to receive
certain federal work-study grants for full-time employment of students, with restrictions.
Currently, such agreements are limited to part-time employment” (Gillibrand, 2019). The
Classroom to Careers Act of 2019 was co-sponsored by Senators Kirsten Gillibrand (D-NY) and
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Patrick Toomey (R- PA) and endorsed by the National Association of Colleges and Employers
(NACE, 2019).
In May 2019, U.S. Secretary of Education Betsy DeVos announced a new initiative that
would expand FWS to private-sector jobs:
For decades, the [FWS] program has allowed students to support themselves while
earning a college degree, but for too long, the majority of the work options students have
had access to have been irrelevant to their chosen field of study…we want all students to
have access to relevant earn-and-learn experiences that will prepare them for future
employment (Bidwell, 2019).
Expanding FWS placements into the private sector to allow for greater choices was an interesting
proposal, particularly if it would better align students with FWS positions that fit their major of
study. While it is debatable whether allowing for private-sector FWS positions is desirable, more
importantly FWS was recognized at the federal level of not meeting the needs of today’s students
and acknowledged that it lacks intentionality in connecting the students’ work-study experience
for successful careers. Community-Based Federal Work-Study (CBFWS) may provide more
real-world, hands-on experience than its on-campus FWS positions. Furthermore, it is necessary
to explore Federal Work-Study (FWS) and seek ways to improve its programming for students
and stakeholders.
In the winter of 2015, the Bill and Melinda Gates Foundation funded a study of how
FWS could be improved. This study was conducted by the National Association of Student
Financial Aid Administrators (NASFAA) and sought to “determine what components would
create a framework, or ‘taxonomy,’ for understanding, evaluating, and improving FWS that
program administrators could use on their campuses” (NASFAA, 2016a). The study makes 17
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recommendations for policymakers, universities, the NASFAA/U.S. Department of Education,
and for future research. Recommendations included: (a) conduct further empirical research on
FWS practices, (b) conduct more research on the real-life experiences of FWS students, (c)
examine the types of jobs performed by FWS students and the associated outcomes, and (d) look
for ways to help institutions increase their effectiveness in assisting FWS students to meet their
educational or career goals (NASFAA, 2016a) among others. All the recommendations were
focused on intentionality, program development, and data collection to improve FWS nationally.
Community-Based Federal Work-Study: The University of South Florida Context
In January of 2018, the Office of Community Engagement and Partnerships (OCEP) at
the University of South Florida (USF) on its Tampa campus began its Community-Based Federal
Work-Study (CBFWS) program. Initially, the CBFWS program began with one community
partner and nine work-study undergraduate students. By end of the spring 2021 academic
semester, the program consisted of 10 community partners and 40 CBFWS students (Krein,
2021a). Community FWS positions existed at USF before the inception of OCEP’s CBFWS
program, specifically in the Center for Leadership and Civic Engagement (CLCE). However, the
allocation of FWS dollars to OCEP was implemented in large part to support the university in
reaching a higher number of community-based FWS positions. Federal guidelines mandate that
at least seven of its FWS allocations to universities must be in community service placements
(US Department of Education, 2014). OCEP’s CBFWS program was originally started to meet
this federal mandate.
OCEP was instrumental in supporting the university’s efforts to increase such FWS
positions in the local Tampa Bay community. These positions typically included tutoring and
mentoring in local organizations and schools; however, positions also included marketing,
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community development, and administrative support. These positions fit under the federal
regulations of community service FWS positions being at local nonprofits, government, and
community-based organizations that are intended to improve the lives of community residents,
particularly with an emphasis on low-income individuals (Federal Student Aid, 2021). The
CBFWS program at USF provides students with an experience rooted in professional
development in Tampa Bay while community partners receive support from students towards
their organization’s mission.
Federal Work-Study (FWS) has largely been viewed as a means to an end. The program’s
original aim of supporting students financially while allowing them to develop skills for the
workplace is well intended indeed. However, there is an issue with on-campus FWS positions
lacking intention with students and not providing a strengths-based approach. Such an approach
could utilize their current skills and provide opportunities to cultivate new competences. OCEP
does not accept a deficit perspective of the university’s students—no matter what their economic
background, demographics, or the like. OCEP strived to elevate the FWS program for both
students and community partners. Unlike internships or student volunteers, CBFWS is unique in
that community partners do not have to pay a student intern or provide course credit, and
students do not have to volunteer their time to gain real-world experience. CBFWS provides a
mutually beneficial partnership which enriches student development and promotes community
engagement. CBFWS is a university-community student program which possesses the power for
change on a local level, as well as on a personal level for student participants.
Statement of the Problem
At the University of South Florida (Tampa campus), in the Community-Based Federal
Work-Study (CBFWS) program managed by the Office of Community Engagement and
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Partnerships (OCEP), there is a low participation of male students. OCEP cannot say with
certainty or evidence why this underrepresentation of male students exists. The percentage of
male students in CBFWS was 25% at the end of the 2019-2020 academic year (Krein & O’Neill,
2020), while the following 2020-2021 academic year saw the percentage drop to 17.5% (Krein,
2021a). This is comparable to data from student programs within USF’s Center for Leadership
and Civic Engagement (CLCE). In the CLCE’s Bull Service Break, its alternative spring break
service program, there was 34% male student participation in 2019-2020 and 13% in 2021-2022
(K. Fabbri-Greener, personal communication, January 12, 2022). Additional information from
the CLCE asserted 24% male student participation in self-reported service from October 2020February 2021 and 25% male representation in the Civic Engagement Board, which was made
up of student staff (K. Fabbri-Greener, personal communication, January 12, 2022).
This trend in OCEP continued and by the end of the 2021-2022 academic year the male
student participation in CBFWS decreased to 14%. These facts along with my previous
experiences in community-based work, specifically with AmeriCorps, made the low level of
engagement among male students in CBFWS intriguing. I wanted to know more about these
male students who had been in CBFWS and their perceptions and experiences of CBFWS.
Furthermore, the majority of the male students in CBFWS were men of color. Data from
OCEP at the end of the 2019-2020 academic year indicated 71.6% of CBFWS males identified
as African American with the remaining identified as 14.2% Hispanic and 14.2% White (Krein
& O’Neill, 2020). Thus, CBFWS primarily engaged with male students from historically
disadvantaged demographics. It was worthwhile to know more about how these male students, a
minority in the CBFWS program, interpreted their CBFWS experience.
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If engagement of male students from historically disadvantaged backgrounds were to be
increased, the first step was to understand the male student experiences of those in the CBFWS
program. Understanding the male student perceptions in CBFWS was at the heart of this study.
There had not been a formal study on the experience of male students in a CBFWS program until
this research was conducted. This study aimed to take the first step in addressing low
participation among male students of lower socioeconomic status and historically disadvantaged
backgrounds by exploring the relationship of CBFWS to their academics, career readiness, and
social support.
Significance
While the CBFWS program is not large enough to have a significant impact on the
gender achievement gap at USF, this study provided a context to explore CBFWS from the
perspectives of male students and investigate their insights about working in the community
through off-campus university-supported employment. Such insights from these students
informed: (a) USF’s CBFWS program, (b) implications for other universities and higher
education administrators with CBFWS programs who are experiencing the same issue, (c)
insights to community-based practices by using CBFWS as a catalyst to explore male student
perceptions and experiences, and (d) implications for increasing male student engagement in
additional community-based programs.
The majority of the male students in this CBFWS program were minorities (Krein &
O’Neill, 2020). A comprehensive understanding of their experience led to practical steps towards
better support of diverse male student populations through improving CBFWS programming.
Insights from these CBFWS male students may increase the likelihood of improving the CBFWS
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program for current male students and expand the engagement of male students from minority
groups in CBFWS.
The low participation among male students in CBFWS was the ultimate catalyst for this
study. The low engagement of male students in CBFWS raised several issues: (1) equity among
student representation and participation from minority backgrounds, (2) male students from
lower socioeconomic backgrounds who receive Federal Work-Study were missing the
opportunity to participate in CBFWS, and (3) if male student engagement can be increased in
CBFWS, then it has implications not only for OCEP but for other CBFWS programs facing a
similar issue.
This study contributed to the literature on FWS and the relationship between student
employment and male students in postsecondary education. This dissertation was one of the first
to focus on the specific context of CBFWS, thereby laying groundwork for future research not
only for CBFWS, but also the intentionality of FWS programming and its relationship to male
students from diverse backgrounds. This study is of significance to professionals in: (a) career
services/development, (b) student employment, (c) community and civic engagement, (d)
researchers of FWS, and (e) higher education administrators concerned with how male students
perceive meaning and success from community-based practices such as CBFWS.
Research Questions
There was one central research question with three sub-questions: From the perspective
of the male student participants, what is their CBFWS experience in relation to: (1) academic
performance, (2) career readiness, and (3) social support? Exploring the connection to
academics, career readiness as defined by NACE (National Association of Colleges and
Employers, 2021) and social support provided a framework for understanding the foundational
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aspects of the CBFWS experience of male students. Knowing the experiences and perspectives
of male students in CBFWS through these three key areas provided a rich understanding. Based
upon my supervision and access with the CBFWS program, data points and research methods
included my researcher’s reflective journal, document analysis, and interviews with male
students from the CBFWS program.
Purpose of the Study
This study investigated the experiences and perspectives of male students in the CBFWS
program and how the experiential nature of CBFWS influenced male students’ academic
performance, career readiness, and social support. The focus of the study was on the reports of
male students in the context of CBFWS at the University of South Florida (Tampa campus).
What perceptions did male students have of their CBFWS experience? Did male students find
meaningful skill development within CBFWS positions? Did male students believe CBFWS
connected with their academic life? Had CBFWS provided social support in terms of mentorship
and networking with male students? These were the questions I was most interested in
addressing in this study. My primary focus was on how male students in OCEP’s CBFWS
program perceived their work-study experience as it related to academics, career readiness, and
social support. Central to the purpose of the study was to honor the voices of the five male
student participants. Understanding male student experiences and perspectives in community
based FWS placements provided rich implications for how male students were influenced by
CBFWS.
Overview of Theoretical Framework
The theoretical framework employed in this study was Albert Bandura’s (1986) Social
Cognitive Theory (SCT). With its emphasis on human functioning as the product of a dynamic
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interplay of personal, behavioral, and environmental influences (Pajares, 2002), SCT provided a
theoretical framework to understand and analyze the relationship between the male student and
the CBFWS experience. While environmental factors are part of SCT, Bandura believed
psychology without introspection cannot aspire to explain the complexities of human functioning
(Bandura, 1986). This study relied heavily on participants’ perceptions. SCT’s framework of
reciprocal influences between aspects of the person, behavior, and environment provided a
balanced approach without overemphasizing personal or behavioral attributes over
environmental factors or vice versa.
Overview of Methodology Framework
Due to the uniqueness of the study and its aim to gather descriptive data, a case study
research approach was utilized. This methodological approach is rooted in a qualitative,
constructivist, and phenomenological study as interpreted by Creswell (2014). A case study
approach allowed for several types of information, such as interviews and existing documents, to
be utilized in the data collection and analysis. This facilitated multiple sources of data to
triangulate the analysis and strengthen the validity of the study and uncover the accounts of male
students in CBFWS. This study utilized interviews, documents (from January 2018 to July
2021), and my researcher reflective journal. I conducted semi-structured interviews along with a
second follow-up interview with five CBFWS male students and analyzed three documents from
USF’s Office of Community Engagement and Partnerships (OCEP).
Researcher Educational Background and Perspectives
My experience with national service in AmeriCorps (2013-2015, Summer 2016, Summer
2017) was a foundational motivation to conduct this research. These experiences in AmeriCorps
with Joseph Pfeifer Kiwanis Camp and Our House Youth Program in Little Rock, Arkansas, as
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well as Upward Bound at Castleton University in Castleton, Vermont informed my perspective
from firsthand experience that community-based experiences can be highly positive for males in
their personal and professional lives. My life completely changed by being involved in
community-based work, specifically with AmeriCorps and working with at-risk youth in Little
Rock, Arkansas. Real-world experiences are essential for learning and building career readiness
but have the potential to be life-changing in a profound way. When I saw our USF students
having rewarding experiences that allowed them to grow and develop, both personally and
professionally, this struck a chord with me and the connection to my experiences in Arkansas
and Vermont.
The CBFWS program can provide highly valuable community-based experiences for all
students, including male students. I was interested in what factors contributed to male students
having a successful experience and a positive perspective of OCEP’s CBFWS program. If
CBFWS facilitated an opportunity for male students to gain essential career readiness skills and
have enriching personal experiences, that may be the kind of insights OCEP could utilize to
make improvements. These insights would lead to new ways to increase male student
engagement in the CBFWS program, particularly male students from historically disadvantaged
backgrounds, to increase access to a wider range of students.
Delimitations
Community Partner Assessment. The CBFWS program involves several community
partners each with its specific context. While Federal Work-Study is usually a form of oncampus student employment, in this case study it was an off-campus, university-sponsored form
of student employment. Each community partner may vary in its programming, organizational
management, clients served, and historical partnership with the university.
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While OCEP collected data from its community partners throughout the year, either
informally through regular communications, or formally through year-end qualitative
assessments, interviews of community partners were not within the purview of this study.
Assessments related to community partners were not reviewed in the document analysis of this
research as this data set would not address the proposed research question as the study was
focused on the male student perspective of CBFWS.
Definition of Key Terms
Career Management: NACE Career Competency – Identifying and articulating one's
skills, strengths, knowledge, and experiences relevant to the position desired and career goals,
and identify areas necessary for professional growth. The individual is able to navigate and
explore job options, understands and can take the steps necessary to pursue opportunities, and
understands how to self-advocate for opportunities in the workplace (NACE, 2021b).
Career Readiness – Career readiness is a foundation from which to demonstrate requisite
core competencies that broadly prepare the college educated for success in the workplace and
lifelong career management (NACE, 2021c).
Community-Based Federal Work-Study (CBFWS) – The study setting took place within
the context of the University of South Florida and the Office of Community Engagement and
Partnerships’ Community-Based Federal Work-Study (CBFWS) program. The CommunityBased Federal Work-Study (CBFWS) program provides eligible undergraduate students the
opportunity to utilize their FWS award in a highly effective and meaningful way. Students
participate in a real-world experience with community partners serving as co-educators to
facilitate student development of critical skills for workplaces and graduate/professional
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programs. Additionally, CBFWS partners receive vital support from students in the fulfillment of
their organization's mission (Office of Community Engagement and Partnerships, 2021a).
Critical Thinking/Problem Solving: NACE Career Competency – Exercising sound
reasoning to analyze issues, make decisions, and overcome problems. The individual is able to
obtain, interpret, and use knowledge, facts, and data in this process, and may demonstrate
originality and inventiveness (NACE, 2021b).
Digital Technology: NACE Career Competency – Leveraging existing digital
technologies ethically and efficiently to solve problems, complete tasks, and accomplish goals.
The individual demonstrates effective adaptability to new and emerging technologies (NACE,
2021b).
Federal Work-Study (FWS) – The FWS Program provides funds for part-time
employment to help income-eligible students to finance the costs of postsecondary education.
Students can receive FWS funds at approximately 3,400 participating postsecondary institutions.
Hourly wages must not be less than the federal minimum wage (US Department of Education,
2014).
Global/Intercultural Fluency: NACE Career Competency – Valuing, respecting, and
learning from diverse cultures, races, ages, genders, sexual orientations, and religions. The
individual demonstrates, openness, inclusiveness, sensitivity, and the ability to interact
respectfully with all people and understand individuals’ differences (NACE, 2021b).
Leadership: NACE Career Competency – Leveraging the strengths of others to achieve
common goals and use interpersonal skills to coach and develop others. The individual is able to
assess and manage his/her emotions and those of others; use empathetic skills to guide and
motivate; and organize, prioritize, and delegate work (NACE, 2021b).
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Male Students – This dissertation is primarily considered with cisgender male students.
Cisgender is used to refer to people whose sex assigned at birth is aligned with their gender
identity (Green, 2006; Serano, 2006 as cited in APA, 2018). When male students are discussed in
this dissertation, it is presumed the population under discussion is cisgender males.
National Association of Colleges and Employers (NACE) – Established in 1956, the
National Association of Colleges and Employers (NACE) is a professional association that
connects over 9,700 college career services professionals; over 3,300 university relations and
recruiting professionals; and over 300 business solution providers that serve this community.
NACE is the leading source of information on the employment of the college educated, and
forecasts hiring and trends in the job market; tracks starting salaries, recruiting and hiring
practices, and student attitudes and outcomes; and identifies best practices and benchmarks.
NACE provides its members with high-quality resources and research; networking and
professional development opportunities; and standards, ethics, advocacy, and guidance on key
issues (NACE, 2021a).
NACE Career Competences – As articulated by the National Association of Colleges and
Employers, career competencies include Critical Thinking/Problem Solving,
Teamwork/Collaboration, Digital Technology, Leadership, Professionalism/Work Ethic, and
Global/Intercultural Fluency (NACE, 2021b).
Office of Community Engagement and Partnerships (OCEP) – The mission of the Office
of Community Engagement and Partnerships (OCEP) is to expand and strengthen university–
community engagement locally and globally in support of USF's strategic priorities: student
success, research and innovation, partnerships, and sound financial management. OCEP
integrates teaching, research, and service into a delivery approach that involves its constituents
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and responds to the needs of diverse communities (Office of Community Engagement and
Partnerships, 2021b).
Oral/Written Communications: NACE Career Competency – The ability to articulate
thoughts and ideas clearly and effectively in written and oral forms to persons inside and outside
of the organization. The individual has public speaking skills; is able to express ideas to others;
and can write/edit memos, letters, and complex technical reports clearly and effectively (NACE,
2021b).
Professionalism/Work Ethic: NACE Career Competency – Demonstrating personal
accountability and effective work habits (e.g., punctuality, working productively with others, and
time workload management, and understand the impact of non-verbal communication on
professional work image). The individual demonstrates integrity and ethical behavior, acts
responsibly with the interests of the larger community in mind, and is able to learn from their
mistakes (NACE, 2021b).
University of South Florida (USF) – The University of South Florida (USF) is situated in
the metropolitan, demographically diverse Tampa Bay region, with campuses in Tampa, St.
Petersburg and Sarasota-Manatee. Together, these campuses serve more than 50,000 students
pursuing undergraduate, graduate, specialist and professional degrees (University of South
Florida, 2021).
Teamwork/Collaboration: NACE Career Competency – Building collaborative
relationships with colleagues and customers representing diverse cultures, races, ages, genders,
religions, lifestyles, and viewpoints. The individual is able to work within a team structure, and
can negotiate and manage conflict (NACE, 2021b).
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Significance of Study
Built upon one of the recommendations from the National Association of Student
Financial Aid Administrators (2016a) study—to conduct more research on the real-life
experiences of FWS students—this study aimed to precisely do that with the emphasis on a
demographic of students who were underrepresented in USF’s community-based FWS program
at its Tampa campus. Additionally, and in close alignment with another recommendation by
NASFAA (2016a), this study reviewed the types of jobs performed by male participants and
what associated outcomes were gained as perceived by these CBFWS male students. Ultimately,
the study was a deep exploration into the reports of male students in CBFWS at the University of
South Florida (Tampa campus). These two key areas (male student experiences in CBFWS and
CBFWS more generally) were both in need of additional research and contributed to the extant
research literature.
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CHAPTER TWO
LITERATURE REVIEW
Introduction to the Literature Review
This literature review was undertaken as a crucial step towards exploring male student
experiences and perceptions of Community-Based Federal Work-Study (CBFWS). The nature of
this problem of practice was multifaceted. The central context was Federal Work-Study which is
a standard form of student employment in America’s higher education system. These two key
contextual areas, FWS and student employment, were reviewed and grouped to produce
overlapping themes and insights. An essential component for addressing the problem of practice
lied in an understanding of the current literature around FWS and student employment.
Regarding the male student aspect of the problem of practice, this literature review
investigated the barriers and catalysts for male student success in postsecondary education. In
other words, what were the contributing factors to male students being successful, academically
and professionally, which could be useful insights for this study? For instance, if a male student
had a CBFWS position related to his field of study it may have had positive implications on his
academic and career readiness. Another example was social support among male students as this
was probable in the case of the male students who may viewed their work placement’s on-site
supervisor as a mentor.
The sections of FWS and student employment were initially separated, but as the
literature unfolded it became logical to group them to increase readability and connection of
similar themes. The male student section of the review began with a subsection of the gender gap
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in higher education to highlight contextual information on the importance to see male students as
a demographic worthy of support and attention.
Federal Work-Study (FWS) and Student Employment
The Normalcy of Working While Enrolled in College. The high likelihood of today's
college students working while attending school puts additional responsibility on the shoulders
of students. College students who work while attending school have become a common reality
(Fede, Gorman, & Cimini, 2018) over the last four decades (Riggert, Boyle, & Petrosko, 2006).
For example, Scott-Clayton (2017) reported 66% of college students work at least part-time
while it may be closer to 70% according to Carnevale and Smith (2018). The National Center for
Education Statistics (NCES) stated that in 2017, 81% of part-time postsecondary students in the
U.S. were employed (NCES, 2018). Students may be employed for several reasons such as
personal, financial, or career-focused reasons (Curtis & Shani, 2002; Hall, 2010; Perna, 2010;
Scott-Clayton, 2012). University leaders and staff must be aware of this reality today’s students
face. Federal Work-Study (FWS) and student employment present a unique opportunity to
prepare students eligible for FWS financial support in a meaningful way. The university’s
infrastructure and ability to leverage partnerships provide students with on-campus and offcampus work opportunities at a pivotal time in an individual's life.
On-Campus and Off-Campus Work Positions. Federal Work-Study (FWS) is
traditionally regarded as a form of on-campus student employment. FWS students are commonly
employed in on-campus offices such as enrollment services, financial aid, career services,
student affairs, library services, and human resources (Hongwei, McKinney, & Carales, 2020).
Two perspectives emerged in the literature in terms of placements—one favoring on-campus
FWS and the other valuing off-campus FWS positions which provide a real-world experience in
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the local community (Baum, 2019). On and off-campus student employment opportunities have
their drawbacks and benefits.
According to Scott-Clayton and Minaya (2016), on-campus student employment had
more positive outcomes than off-campus student employment. This may have resulted from oncampus jobs being more supportive of students than off-campus supervisors. Off-campus
positions took students away from an institution’s campus which may provide them with a
supportive environment, particularly in their first year. For example, there was a negative
correlation with off-campus student employment on GPAs or no effect or impact on GPAs
at all (Soliz, Long, & CAPSEE, 2016). Additionally, off-campus supervisors provided negative
outcomes for students if they are not supportive (Wood et al., 2016). However, on-campus
employment provided a false sense of security and lack challenge for students. For example,
Martinez et al. (2012) found on-campus work-study jobs yielded lower levels of student
resilience. This reinforced the need for intentionality in student employment, particularly among
on-campus FWS positions.
Martinez et al. (2012), whose research investigated off-campus FWS, found greater
results of student resiliency from off-campus work-study than those employed in on-campus
work-study. The researchers reported that “students who worked off campus had a mean of 44.05
compared to on-campus work-study students’ mean of 39.22” (Martinez et al., 2012, p.33). This
reinforced the potential benefits of community-based, off-campus FWS programs. Thus, working
off-campus provided real-world experiences and increased student persistence thereby increasing
their practical skills in time management, communication, and task completion which improve
their chances of graduation and finding employment after college.
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Alignment with Students’ Field of Study. The majority of off-campus non-FWS
student employment was unrelated to students' fields of study (Scott-Clayton, 2017). Many
students work in service jobs with no connection to their academics and this can have similar
effects as those experienced by unemployed students. For example, Geel and Backes-Gellner
(2012) discovered students working without a connection to their area of study have similar
results to non-working students. However, Scott-Clayton (2017) mis-stepped when asserting,
“FWS jobs are also more likely to be directly related to students’ majors” (p. 3). FWS jobs may
relate to student majors—this is possible—but Scott-Clayton (2017) did not provide data to
support this claim. As Hongwei et al. (2020) noted, the various on-campus departments and
offices that housed FWS students, there was no guarantee a student’s major aligned with a
university’s office merely because it was “on-campus.” For example, do students major in
human resources, library services, or financial aid? Yet, these commonplace university offices
often employed FWS students. Graduate students majoring in student affairs may do well to
work in a student affairs office on-campus; however, this did not address the needs of
undergraduate students looking to build their skill set. It was a faulty assumption to assert that
on-campus employment equates to students’ field of study. The possibility is there—but not
guaranteed (Hongwei, et al. 2020).
One of the essential approaches to supporting post-graduation success in the job market
was aligning employment with students' fields of study where possible. Geel and Backes-Gellner
(2012) found field-unrelated employment did not produce the same positive effects as fieldrelated student employment. While field-unrelated student employment lowers the risk of
unemployment, it did not yield such results as shorter job-search duration, higher wage effects,
and greater job responsibility (Geel & Backes-Gellner, 2012). The Lumina Foundation and
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Purdue University (Kenefick, 2015) found student employment linked with real-world
experiences had a substantial impact on students' success after graduation. Therefore, universities
should strive to coordinate student jobs related to their field of study—where possible in oncampus and off-campus positions—to ensure students had access to such opportunities. The
deeper issue was the practice of setting up placements that connected FWS and student
employment to students’ field of study; this issue was a key step in bringing more intentionality
to student employment.
Intentionality of Student Employment Positions. As stated in the first section of
Chapter One, there is national interest at the federal level in seeing Federal Work-Study (FWS)
improved and strengthened. Additionally, there was a central emphasis on increasing the
intentionality of program design in FWS and student employment to improve student outcomes
among the reviewed literature. For instance, institutions such as the University of Iowa (e.g.,
IOWA GROW—Guided Reflection on Work) and the University of Illinois (e.g., Illinois
Leadership Center) had initiatives to bring greater intentionality to student employment (Hansen
& Hoag, 2018). The National Association of Colleges and Employers (NACE) and its definition
of career readiness and career competencies along with high-impact practices (Kuh, 2008) were
utilized as guiding frameworks for Hansen and Hoag (2018). The IOWA GROW initiative
developed a reflection between student employees and their supervisors with questions around
how their university job may have connected to their academics and their future profession
(University of Iowa, 2017). The Illinois Leadership Center engaged in a year-long process to
review the student employment structure at the University of Illinois and provided
recommendations for a more learning-focused model (Hansen & Hoag, 2018).

22

Rossmann (2019) also recommended that student employment opportunities should
incorporate reflection of the work experience and how it connects to other areas of the student’s
life. Additionally, institutions such as George Mason University utilized FWS to fund on-campus
research assistantships with faculty members as part of their undergraduate research efforts
(Nazaire & Usher, 2015). Thus, the research included the FWS funding in creative ways to
support students and university goals (e.g., supporting faculty and undergraduate research).
To begin improving the intentionality of FWS program design, it was essential to first
understand what we know about FWS programming. Kenefick (2015) pointed to the lack of
awareness about the FWS program among students, within the institution, and community
agencies. University staff and professionals must document the student employment experience.
This may take many forms such as success stories, as well as quantitative and qualitative
evaluation of programming to improve planning and collaboration. From comprehensive data
collection to working with career services to increasing awareness with other offices on campus
(Kenefick, 2015), these were all important actions that rarely seem to happen in practice.
Strengthening communication and collaboration among university stakeholders may lead to
alleviating awareness among students and a heightened potential of the opportunity which exists
in FWS and student employment.
Designing student employment opportunities with limited hours improved student
outcomes as well. King (2002) discovered 15 hours per week was the most supportive number
for students, which also correlated with results found in Dundes and Marx (2006). Fewer hours
worked than 20 per week was more beneficial to students, although this may not be what many
off-campus employers want to accommodate. However, through community-based FWS
positions backed by the university, this form of student employment reinforced a student-
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centered position as the FWS funding (i.e., the student’s salary) was largely provided through the
student’s financial aid package.
Viewing student employment as a learning process was crucial to yielding greater results
for students. Hansen and Hoag (2018) encouraged the importance of greater intentionality in
student employment by emphasizing the purpose behind the position of the job itself.
Supervisors must be equipped with an accessible framework with intentionality built in the
process which supports their organization and the student. There were positive effects for student
employees when supervisors are supportive of students (Wood et al., 2016); thus, university
administrators must support supervisors thoughtfully. For example, if student reflection activities
lack the understanding of the purpose behind it, supervisors and students were likely to disregard
such practices. Student employment was regularly seen as a means to an end to support
students with work positions to assist in paying for tuition and extra living costs (Rossmann,
2019). Setting the objectives and tone of FWS and student employment at the onset was an
initial priority as it allowed for supervisors and students to return to the “why” (i.e., big picture
reason for doing the job) behind the “what” (i.e., the job itself and its related tasks).
Federal Work-Study (FWS) needs reframing in its program design. Marx et al., (2020)
see the value in reinventing the FWS program to better support student success by a focus
on career readiness skills. FWS jobs covered an average of 16 percent of tuition and fees. While
FWS did not cover the majority of tuition and fees on average, university administrators can
work on reframing FWS to better prepare students for their careers.
On-campus FWS positions researched by Marx et al. (2020) found several key factors
needed to improve FWS. First, a better quality of customer service skills—it was probable to
infer many of the FWS students were in their first job or had limited experience interacting with
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customers and clients. FWS can build an essential foundation for communications in terms of
one-on-one interaction, collaborations, and professional email etiquette---examples of what
could be improved to have a better quality of customer service skills. Secondly, the reduction of
students studying while working should be addressed (Marx et al., 2020). While in a sense FWS
served as a “paid study hall” at times, this should not be the intention of Federal Work-Study.
While students may be paid for doing their homework, they are losing out in the long term by the
loss of developing essential skills they will need for the workforce. Thirdly, the need for career
readiness skills (Marx et al., 2020) was central to improving the intentionality of Federal WorkStudy. The NACE career competencies provided a framework for essential skills in postgraduation life.
The final improvement needed according to Marx et al. (2020) was enhanced
professional development for supervisors. Supervisors of FWS students should be equipped with
the necessary information and tools to implement an improved FWS structure which allowed for
an increase in career readiness skill development among students and better outcomes for the
supervisor’s department. Marx et al. (2020) initially found resistance to the changes they
proposed to their campus FWS program. However, once students and supervisors saw the FWS
positions reframed as preparation for the world of work to facilitate professional skills for
students to develop and list on their résumés, then both parties began to embrace such changes
and see the value of reframing FWS. Communicating with FWS supervisors and students from
the onset to define the “why” behind the “what” and how it can benefit both parties was a key
attribute to creating greater intentionality in student employment.
Impact on Student Outcomes. Developing a strong structure within student
employment was important for improved student outcomes. Ghant, Horst, and Whetstone
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(2016) were among the only scholars reviewed who specifically looked at assessing the
impact of Federal Work-Study in community-based settings. The December-May 360
Student/Site Supervisor Evaluation (DM–360) was created by Ghant et al. (2016) to
improve Community-Based Federal Work-Study assessment at James Madison University.
Three steps were used in creating their FWS assessment: “(1) Defining learning associated
with FWS, (2) Developing adequate measurement, (3) Thinking about ways in which the
results can be used for improvement” (Ghant et al., 2016, p. 210). In addition to taking a preand-post assessment, FWS students engaged in three reflection sessions in each semester.
The focus of the Ghant et al. (2016) assessment was given to FWS student learning
outcomes and work competencies such as increased communication and critical thinking
skills. Researchers offered limited findings from its first sample of 32 FWS student
participants. Ghant et al. (2016) reported results from the pre-to-post assessment were
“negligible” (p. 211), but there were significant gaps between student supervisor
expectations. For example, texting at work was seen as unfavorable by supervisors whereas
students viewed it much less as a concern. Beyond these findings, there was little provided
to strengthen results from Ghant et al. (2016).
Bringle et al. (2011) highlighted the positive aspects of Community-Based Federal WorkStudy (CBFWS) specifically in the context of civic engagement for students. CBFWS was
valuable for students as it entailed “accountability, sustained immersion in the organization, and
an expectation of professionalism” while providing an environment that encouraged
“examination of themselves [CBFWS students] and their future career” (Bringle et al., 2011,
pp.157-158). Working with professionals out in the field on social issues can be a “significant
learning experience for a student and can encourage a student’s personal desire to engage in
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future service either as a community volunteer or through choosing a public service career”
(Bringle et al., 2011, p.158). To this point, a connection to national/global issues and community
involvement yielded heightens perceived growth among students in interpersonal skills, selfawareness, personal wellness awareness, skill acquisition, and academic self-efficacy (Athas et.
al., 2013). However, Bringle et al. (2011) did not explore in detail how CBFWS was beneficial
to students in other ways (e.g., building career readiness competencies) that were essential and
transferrable across all professions. The strength of Bringle et al. (2011) was that it enforced
what we know about CBFWS at the University of South Florida in a practical sense; however,
they did not provide direct information of the experiences, impact, and outcomes of specific
CBFWS students.
Fede et al. (2018) studied a unique student employment program at the University of
Rhode Island (URI). URI partnered its Hunger Center with the Rhode Island Department of
Human Services to employ undergraduate students in its SNAP (Supplemental Nutrition
Assistance Program, formerly the Food Stamp Program) Outreach Project. This was an on- and
off-campus position focused on community engagement and education to give students a
meaningful experience and the Rhode Island community a needed service (Fede et al., 2018).
This article was highly relevant to this dissertation as its contextual focus of Community-Based
Federal Work-Study (CBFWS) aimed for the same purpose of providing its students with a
professional development experience in the Tampa Bay community while local partners
received support from the university through the CBFWS program.
Fede et al. (2018) issued a 46-item quantitative/qualitative survey which assessed: (a)
“traditional” markers of success [GPA, year of graduation, currently employed, attendance of
graduate school], (b) transferrable skill development [developed from National Association of
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Colleges and Employers (NACE)], (c) civic engagement, and (d) societal values and attitudes.
Fifty-nine former student employees from this program (from spring of 2005 to fall of 2014)
participated in this study. Fede et al. (2018) found more than 85% of former student employees
believed their abilities to communicate effectively, empathize, and problem-solve improved.
These former student employees attributed this to their community-based experience and the
opportunity to engage with diverse individuals. These results supported Rossmann's (2019)
findings that student employment allowed student employees to work with others they would
have not met otherwise. Fede et al. (2018) also found 93% of student employees were employed
after graduation and over 50% reported having pursued or were pursuing further education
beyond the undergraduate level.
Akos, Leonard, and Bugno (2021) found evidence of a positive influence of Federal
Work-Study (FWS) employment regarding the growth of career readiness competencies as
defined by NACE (National Association of Colleges and Employers) at a research-focused
public university in the southeastern U.S. Spanning from 2016-2019, 1,752 students completed
an electronic evaluation questionnaire in regard to the eight NACE competencies. The
demographics of the students who completed the survey were 77% female; 55% White, 13%
Black, 14% Asian, 11% Hispanic, and 7% other. The results of the survey were not
disaggregated. Over 75% of students reported positive growth in six of the eight NACE
competencies (i.e., critical thinking/problem-solving, oral/written communication,
teamwork/collaboration, digital technology, leadership, professionalism/work ethic) as a result of
FWS participation (Akos et al., 2021). The written student responses were rooted in working
with others and gaining technical skills. This data from Akos et al. (2021) reinforced the research
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from Fede et al. (2018) and suggested FWS employment can increase students' communication
and problem-solving skills.
Academic Outcomes and Its Relation to Federal Work-Study. While first-year
students are learning to balance work and college, Scott-Clayton and Zhou (2017) found FWS
had a positive effect on their long-term outcomes. GPA, college completion, and employment
all showed positive effects in the long term (Scott-Clayton & Minaya, 2016). In the short term,
students adjusted to university life with all its new experiences and requirements while being
employed produces additional stress and responsibility. This may have accounted for the lack of
positive effects in the first year. However, once students adjusted, the FWS position can be a
source of support, mentoring, and professional development for students. However, not all
studies have found a positive correlation between FWS and academics. Scott-Clayton (2011),
for example, found mixed-to-negative results on academic outcomes, though this study was
conducted on a smaller, homogeneous sample size in West Virginia as compared to ScottClayton and Minaya (2016) who utilized a national data set of over 30,000 students. From this
larger sample size, greater and more diverse student populations show more positive outcomes
associated with their FWS experience.
Hongwei, McKinney, and Carales (2020) analyzed longitudinal student-level transcript
records from a large, urban community college district in Texas and found FWS participation
among community college students significantly improved the chances of credential completion
and/or four-year transfer. Specifically, Hongwei et al. (2020) found FWS students were at least
twice as likely to gain a successful enrollment outcome compared with their non-FWS peers as
FWS students had a .224 higher cumulative GPA in their last semester and had a significantly
higher chance of credential completion. FWS students in the study of Hongwei et al. (2020)
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were primarily African American, 25 years of age and older, the least academically prepared for
postsecondary education and had the lowest EFCs (expected family contributions). Although
Hongwei et al. (2020) examined FWS participants in a community college system, there were
positive implications from the study which add to the current literature on FWS and academic
impact.
Student Outcomes and Their Relation to Gender. There was limited research on
research comparing male and female student outcomes in FWS and student employment. The
Federal Work-Study Research Assistantships Program at George Mason University found while
they exclusively targeted economically disadvantaged students, the student positions were
disproportionately filled by women (Nazaire & Usher, 2015). However, the overarching theme
was that women have more positive outcomes than men in FWS employment (Scott-Clayton &
Minaya, 2016), particularly among large, diverse sample sizes. Similarly, in student
employment positions in student affairs, Athas et al. (2013) found female students perceived
greater development in practical skills compared to male students.
Scott-Clayton (2011) was the only study to show any positive outcomes for male students
compared to females in FWS. Male and older students had a positive impact by participating in
the FWS program as opposed to female students who entered FWS employment immediately
after high school (Scott-Clayton, 2011). This could perhaps be explained as it was the first job
for female students. Male students gained an increased sense of motivation and responsibility in
their FWS jobs, which positively impacted their academic performance. Further research is
needed to assess if gender correlates with student outcomes in FWS and student employment
settings. The results from Scott-Clayton (2011) were not representative of institutions such as the
University of South Florida as it was conducted with a large data set from 21 two-and four-year
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public institutions in West Virginia. Scotty-Clayton (2011) exercised caution in claiming definite
outcomes of FWS participation based upon gender, particularly in declaring FWS outcomes on a
national scale because of the data was only from the state of West Virginia.
Barriers and Catalysts for Male Student Success in Postsecondary Education
Gender Achievement Gap. The gender achievement gap in higher education is not a
recent occurrence as researchers since the 1970s have explored the subtle and not so subtle ways
in which sex and gender play a role in multiple aspects of higher education. The focus of this
gender gap shifted approximately thirty years ago from increasing women’s access to higher
education to understanding the disproportionately lower representation and motivation of college
males (Kahn, Brett, & Holmes, 2011). Conger and Long (2010) found male students who earned
lower GPAs in high school earned fewer credits in their first semester of college. In other words,
the gender achievement gap did not begin in postsecondary education—it had its roots in K-12
settings. Male students in elementary and middle school were roughly fifty percent more likely
to repeat a grade, twice as likely to receive an out-of-school suspension, and nearly three times as
likely to be expelled (Mintz, 2019). Cognitive, social, and emotional barriers may take root in K12 experiences and have followed male students into their college lives. Programs such as the
federally funded Upward Bound may be beneficial to students at the high school level; however,
it still wouldn't address the elementary education factors which caused these students to repeat a
grade.
Female students within each racial and ethnic group surpassed male students in most
undergraduate and graduate degrees (e.g., bachelor's master's, and doctoral; Garibaldi, 2014).
This issue first received national attention in the late 1990s; however, Garibaldi (2014) brought
decades of faculty experience in higher education as well as research on the topic dating back to
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the 1980s. Adopting a holistic perspective, much of the gender gap resulted from the resegregation of K-12 schools in America; thus, race was inseparable from gender and had an
impact on achievement. This was a pivotal reason to consider male student success under
diversity, inclusion, and equity initiatives. America’s “economy, universities’ social dynamics,
marital decisions, family relationships, and the composition of skilled and professional
occupations” (Garibaldi, 2014, p. 372) were at serious risk of being affected should this
imbalance due to gender and race continue in higher education.
The Pew Research Center found 50 percent of female college graduates said
the higher education system was doing an excellent or good job of providing value while only 37
percent of male graduates agree (Bailey & Dynarski, 2012). Additionally, female college
graduates were more likely than men to say college was very useful in "increasing their
knowledge and helping them grow intellectually" (81 percent vs. 67 percent), "helping them
grow and mature as a person" (73 percent vs. 64 percent), and "preparing them for a job or
career" (58 percent vs. 52 percent; (Bailey & Dynarski, 2012). In terms of developing
intellectually, maturing as an individual, and career preparation, female graduates perceived their
college experience improved these areas of their lives. What was it that made these male students
perceive their college experience as less rewarding and fulfilling in terms of personal
development? It is difficult to assess if these findings from Bailey and Dynarski (2012) presented
personal shortcomings or if there was something the university could have done differently to
support these male students.
The gender achievement gap in postsecondary education logically had its roots in precollege factors. Male students entered college with lower high school grades than their female
counterparts (Conger & Long, 2010), making male students' foundation for success difficult at

32

the onset of their university experience. Conger and Long (2010) found across eleven public
four-year institutions in Florida, males earned fewer credits than females in their first semester.
Another concern with male students was they often enrolled in courses (e.g., Business,
Engineering/Computer Science, and Natural and Physical Sciences) associated with lower
cumulative GPAs, fewer credits, and a lower likelihood of persistence (Conger & Long, 2010).
While postsecondary male students are behind in their academics compared to female students
(Jacob, 2002; Van Bavel, Schwartz, & Esteve, 2018), it may be inferred that male students
lacked the perspective and preparation of the difficulty of their courses.
Discipline, responsibility, and behavior issues likely played a role as Ewert (2012)
proclaims "disrupted attendance patterns" (p. 842) contributed to the gender achievement gap. To
promote discipline and responsibility among students, universities and colleges can offer
programming through their campus community for all students to succeed, and have specific
programs centered on male students. There were several male student initiatives across the U.S.
in many institutions of higher learning (Gardenhire, Cerna, & Ivery, 2016). Universities offered
opportunities to their students which may not have been possible otherwise. Campus
programming designed to support male students may curb these disrupted attendance patterns
and encourage greater responsibility and connection with peers.
Societal Expectations Among Male Students. If understanding societal expectations
among male students led to intentional programming as Edwards and Jones (2009) suggested,
then it was reasonable to investigate and attempt to define societal expectations. Educational and
gender expectations may fall under the category of societal expectations as well as anticipated
family formation. The expectation of building a family and specifically the anticipated age at
parenthood was associated with all students' expectations to graduation (Allison & Ralston,
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2018). Edwards and Jones (2009) found with their qualitative study that "the breadwinner" and
being "in a position of authority" were expectations of male students. "Rejecting vulnerability
[and] performing confidence" (Foste & Davis, 2018, p. 589) were also expectations of male
students in postsecondary education. Thus, there appeared to be a dichotomy within male
students: they felt pressure and expectations to be strong, assertive, and confident; however, they
required the most support but were the least likely to seek it out.
Expectations of Masculinity Among Male Students. Gender perspectives and
masculinity was a substantial part of the literature. Results from Harris’ (2010) qualitative study
of 68 male students largely confirmed having traditional masculine expectations before entering
postsecondary education affected their perception and behavior. Achieving financial stability,
exhibiting physical prowess through the presentation of the body, rejecting behaviors associated
with femininity, and always being seen as having a good time were key expectations Foste and
Jones (2018) found among college male students. The major theoretical basis of masculinity was
that gender is performed as a social identity informed by social context, experiences, and
expectations (Foste and Jones, 2018).
According to Edwards and Jones (2009), male student participants believed as men they
felt they had to put forward a certain image, even though this concealed their own authentic
identity and did not fulfill those societal expectations. Hyper-masculinity (i.e., being macho,
arrogant, and overconfident) was a barrier to male student development regarding being
"humble, gracious, and open-minded" (p. 464) according to one male student participant in
Harris' (2008) qualitative study. The ideal image of masculinity (e.g., independent, respected,
strong) was a central developmental challenge for college male students as hyper-masculine
tendencies can self-sabotage and impede personal, professional, and academic growth.
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Help-seeking behavior was likely to be at odds with societal stereotypes that African
American male students associated with masculinity—a sense of vulnerability must be rejected
to be strong and masculine (Travers, 2019). Thus, the more conformity to masculine norms
exhibited, the higher likelihood of a less favorable view of seeking psychological support among
black male undergraduate students. Therefore, the mindset of male students and how they
perceived the university landscape must be considered. If university programming efforts
appeared at odds with the expectation of being strong and masculine, male students rejected such
programs.
Travers (2019) drew upon the work of Dweck (2006) in that male students who exhibited
a fixed mindset had a need to perform well and prove themselves to others. This fixed mindset
may also caused individuals to avoid behaviors or tasks out of fear of unfavorable judgments.
Given the social construction of gender and how various group and individual factors shaped
masculinity, mindset was a critical component of how much African American males conformed
to masculine norms (Travers, 2019). A fixed mindset included gender expectations and societal
expectations (i.e., wanting to be seen achieving, knowing course material without struggling, fear
of being judged). However, a growth mindset operated on the premise that an individual can
change and further develop one’s efforts (Dweck, 2006), although Travers (2019) found this to
be at odds with traditional enactments of conformity to masculine norms. A growth mindset must
be seen as something desirable by an individual. Perhaps universities can encourage a growth
mindset, but there are many complexities in developing and implementing such a framework.
Understanding how the meaning of masculinity impacted male student motivation in
higher education was a highly studied area of postsecondary male students. The relationship
between conformity to masculine norms and academic motivation was an interesting
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investigation. The Conformity to Masculine Norms Inventory (CMNI) had its origins with
Mahalik et al. (2003) and can be traced back to Mahalik (2000) who developed CMNI similarly
to Brannon and Juni's (1984) Brannon Masculinity Scale, Thompson and Pleck's (1986) Male
Role Norms Scale, and Levant et al.'s (1992) Male Role Norms Inventory. The CMNI aimed to
understand males’ perspective on themes related to (a) dominance, (b) emotional control, (c)
disdain for homosexuals, (d) playboy, (e) power over women, (f) pursuit of status, (g) risktaking, (h) self-reliance, (i) violence, (j) winning/competition, (k) and work primacy (Mahalik et
al., 2003).
By utilizing the CMNI and Academic Motivation Scale (AMS) through a 4-point and 7point Likert scale respectively, Kahn et al. (2011) found evidence through a study of 164
participants that male undergraduate students who (a) view work as less important and strived
toward violence and playboy attitudes, their internal motivation for college decreased, and (b)
rejected emotional control, disdain for homosexuality, self-reliance, and winning, showed an
increase in their motivation for college. Additionally, Marrs (2015) found evidence that
postsecondary male students exhibited a surface approach to learning by conforming to
“violence, self-reliance, and disdain for homosexuality” while male students who displayed a
deep approach to learning showed a rejection of these attributes. This suggested hyper-masculine
tendencies produce less academic engagement.
Male Students and Academic Engagement. Several reasons may exist for male
students' academic failures which are connected to gender and societal expectations. The
disconnect between secondary and postsecondary education expectations, conformity to male
gender roles, lack of engagement with faculty and staff, as well as mental health-related issues
are themes found among male students with a GPA of lower than 2.0 (Musser et al., 2017). The
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importance of connection with support staff and faculty was crucial for many male students to
succeed in their academics, but their educational and/or gender expectations likely made
essential contact with others difficult at best.
Musser et al. (2017) found many of their male student participants were not willing or
motivated to seek such support—this was an enormous issue for male students. Mental health
issues such as social anxiety, alcoholism, and ADHD were cited as academic inhibitors by male
students. These debilitating conditions further isolated male students and drove them further
away from meaningful connections. Additionally, the expectation to have an alpha male
personality because it was most rewarded (Musser et al., 2017) confirmed findings from Harris
(2008) on the central issue of male gender expectations. Universities can provide a space where
male students can let their guard down and connect with others (e.g., peers, mentors, faculty,
university staff) to build a strong support network to develop and maintain positive habits. This
may have the potential to influence not only academic performance but personal and professional
development.
Male Perceptions of Community-Based Practices in Higher Education. Servicelearning is a community-based practice, like community-based FWS in some sense, and male
students were also underrepresented in service learning (Foste & Jones, 2018). A negative and
inaccurate perception of community-based practices reinforced public service and “caring
careers,” which are rooted in community-based work, as feminine endeavors and therefore a
threat to male students’ masculinity. Male perceptions of community-based education were
directly connected to the male perception of society's expectations of them as men (Foste &
Jones, 2018). This may be rooted in male expectations from their K-12 and socialization
experiences long before stepping onto a college campus. If community-based practices induced
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undesirable emotions or perceived feminine behavior, then male students rejected such programs
(Foste & Jones, 2018). Understanding how male students arrived at their perspectives was
pivotal to understand how educators and practitioners could improve male student engagement.
If done with intentionality, care, and meaning, Harris (2010) found male students who
experience diverse individuals may reflect upon and rethink their usual thought patterns and
perspectives. This kind of reflection and self-evaluation is at the heart of attending higher
education institutions.
Acknowledging Male Students. Acknowledging student development through a gender
perspective may be essential to improving male student outcomes. Our inaction to discuss male
students as a specific demographic contributes to an inaccurate understanding of how best to
support college males. Female students perceived their campus environments to be more
supportive than males and engaged more in on-campus activities (Davis & Harper, 2012). This
should not be a surprise if college males are unacknowledged and lack intentional support and
programming. The disengagement of male students on college campuses may also be explained
by other life activities that were seen as more important than academic endeavors (Severiens &
Dam, 2012), although they may fail to see the connection between campus services and
achieving their goals. This disengagement of college male students warrants further research that
centers on them and their developmental needs.
Framing Student Programming with Male Students in Mind. Before any
interventions take place, the culture of an institution and its student-facing departments must
have rich conversations about how gender impacts student performance. Acceptance of the issue
(i.e., increasing male student success/outcomes) must be addressed with thoughtful dialogue
informed by research and theory to apprise higher education professionals and engage students to
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act in a meaningful way. For example, understanding the societal expectations male students felt
may lead to better and intentional programming to support and challenge them (Edwards &
Jones, 2009). Student programming (i.e., student affairs, academic affairs, and student
employment) should be presented in a relevant and inclusive fashion which appeals to the career
readiness aspect of male students and their post-graduation life. For instance, there was an
overrepresentation of female students in social fields and men in technical fields (Severiens &
Dam, 2012), and this may have some bearing on how each gender of student views university
programming (e.g., student affairs, academic affairs).
Male student-focused initiatives derived from on-campus staff may provide an
environment for male students to build upon their assets and address their deficits. Such male
student initiatives provided the opportunity to access and build critical capital (e.g., social and
cultural), be part of a supportive atmosphere, focused on their identity, and encouraged
persistence (Brooms, 2018). For instance, Brooms, Goodman, and Clark (2015) found 16 male
students expressed they gained “social/cultural capital, improved their academic and social
engagement, and heightened their sense of self" (p. 105) through an on-campus program geared
towards providing African American male students with academic, social, and career readiness
support. Higher education professionals may pivot to the expectation of achieving financial
stability (Foste & Jones, 2018) and frame programming to enforce a male student’s desire to
“assume responsibility” (Harris, 2010). These are positive expectations exhibited in the study of
Foste and Jones (2018) as they stress accountability, discipline, and individualism. A call to
personal responsibility may resonate with male students who are interested in improving their
chances of financial success after graduation. More attention should be paid this to expectation
and how universities can support male students through this desire.
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Social Support Among Male Students. Social support among male undergraduate
students was crucially important. As the COVID-19 pandemic sent universities into a remote,
virtual space, one of the few positive outcomes of the pandemic may be a renewed importance
on human connection and social support. Morris (2020) concluded from a systemic review of 30
studies from 17 countries that social support provides male students positive aspects such as
healthy psychological outcomes and academic achievement. The findings of the study (Morris,
2020) showed social support on all variables related to psychological outcomes was positive
while showed a negative correlation between social support and depression, anxiety, stress,
neuroticism. A positive correlation between social support and a sense of coherence, relationship
status, workplace engagement, emotional regulation, fewer mental health symptoms, and cultural
adaptation was also discovered (Morris, 2020). Morris (2020) provided evidence of social
support among male students was highly likely to improve their psychological health.
PK-12 and life experiences played a foundational role in setting the stage for male
students in postsecondary education. For example, Tolliver, Kacirek, and Miller (2019) spoke
with advanced degree-holding African American men and found “pre-enrollment factors,
academic assistance, and social awareness” were the major themes to emerge for African
American males to gain entrance and succeed in postsecondary education. Beale, Charleston, and
Hilton (2019) highlighted “family support, mentorship, and engagement” (p. 3) as critical factors
for educational success. Meaningful interactions/connections, self-empowerment, and engaging
in male student-centered programming (Brooms, Goodman, & Clark, 2015) were additional
themes found among successful African American male students. Involvement had a positive
impact on male student development (Yearwood & Jones, 2012); however, several factors must
be in place for male students to have the motivation and persistence to succeed.
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If a male student had strong support from families and mentors in his community, his
chances of success rise upon entrance into college and increase the likelihood of graduation.
Mentorship was particularly crucial for African American male college students (Beale,
Charleston, & Hilton, 2019), but such relationships can be beneficial for all male students in their
personal and professional development. Through these connections in community-based workstudy, male students may obtain professional experiences while finding mentors in their
community placements, whether it is with their on-site supervisors or among the organization's
staff. Through the university, male students may find a pipeline back to the community where
the opportunities for personal and professional growth motivate them in their academic and
career pursuits. Brooms, Goodman, and Clark (2015) found networking and learning
opportunities were important to African American college male students, which reaffirmed the
critical role of male students in finding meaningful connections on and off-campus.
Conclusion
Considerations and Limitations of the Reviewed Literature. The limitations of the
Federal Work-Study (FWS) literature were: (a) lack of peer-reviewed articles and research on
FWS and its outcomes on students, (b) lack of research on FWS as a community-engaged
practice, and (c) inconsistent sample size of diverse student populations. In addition, much of the
literature was non-peer-reviewed reports from centers with potential funders with a vettedinterested in FWS being transformed. Scott-Clayton and Zhou (2017) highlighted the central
theme of lack of sufficient support which demonstrated the effectiveness of FWS on student
outcomes. However, literature on student employment filled in gaps from peer-reviewed articles.
A positive trend of FWS literature was while there are peer-reviewed articles to draw from (e.g.,
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Scott-Clayton, 2011; Scott-Clayton & Minaya, 2016), the last two years increased in FWS
scholarly research (e.g., Akos et al., 2021; Hongwei et al., 2020; Marx et al., 2020).
Many of the issues addressed in the FWS reports were logical calls to action. For
example, examining the outcomes of students who participated in FWS and allowed students to
engage in off-campus placements with organizations closely aligned with their area of study. The
central issue was the lack of research on FWS, which was surprising for a government program
from the 1960s. Many of the FWS articles reviewed academic performance and first-year
GPAs, not necessarily a comprehensive view of the student's entire academic performance
and did not take into account career preparation they gained while participating in FWS.
Some of the FWS research (Scott-Clayton, 2011; Scott-Clayton & Minaya, 2016) had very
different sample size populations. These findings made it difficult to assert concrete claims but
pointed to trends to examine.
Many studies focused on FWS as an on-campus employment endeavor whereas the
off-campus aspect of FWS further complicated the research. For example, Fede et al. (2018)
could not “completely disentangle university employment from community engagement
opportunities” because of the way their study researched an on-campus office that worked
with off-campus clients. While Marx et al. (2020) provided strategies for reframing FWS to
improve outcomes, their research lacked specific student and supervisor input. Thus, it is
unclear how they measured “improved quality of customer service across campus” and
“preparation for participating in professional work environments outside of the university”
(p. 42) for FWS student employees. There was no mention of how reframing FWS may
work in off-campus FWS positions as part of their program. Marx et al. (2020) also
recognized the need for supervisors to serve as mentors to FWS student employees, but
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there was no in-depth discussion on how this occurred other than a system of evaluation for
supervisors to meet with FWS students to offer advice and suggestions.
Lastly, in regard to the research literature related to FWS, the results of Akos et al. (2021)
showed promise for the positive effect of FWS, but there were several limitations: (a) lack of
male student demographics and minority groups, (b) lack of detailed student accounts of how
career readiness competencies were gained, (c) lack of employer input, and (d) it is unknown
whether FWS positions were on-campus, off-campus, or a mixture of both. The only hints into
what the FWS positions entailed were suggested by a list of technical skills gained by students,
such as animation, qualitative data analysis, carpentry, upholstery, digital certifications, capping
of patients for an electroencephalogram, and plant identification (Akos et al., 2021). Despite the
limitations, Akos et al. (2021) suggested a way of understanding the experience of FWS from
student perspectives by utilizing a core set of career readiness competencies through NACE
(National Association of Colleges and Employers). This aligned with the current CBFWS
program at USF and its relation to utilizing NACE career competencies. There was an
insufficient amount of research on FWS as an off-campus, or community-based practice, and
very little on its impact or accounts from a male student perspective. This dissertation
contributed to the literature in terms of adding to off-campus/community-based Federal WorkStudy while understanding this student employment experience from the perspective of male
students and how it supported them.
Much of the research on student employment was focused on first-year students.
However, a focus on a broader range of student experiences is warranted. Several of the articles
did not disaggregate their data making further research needed to assess student employment
outcomes across multiple student demographics. For example, participants in the study of
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Martinez et al. (2012) were low-income first-generation college students from the Student
Support Services (SSS) program at private northeastern universities. The racial demographics of
students were largely African American and Hispanic with a minority of Caucasian students,
with 67% female to 33% male student participants. As with many of the reviewed literature,
while there were reported demographics, disaggregation of results based upon gender was
difficult to identify. For instance, the results of Martinez et al. (2012) could not be linked to one
gender to analyze themes among male students in student employment. Additionally, Athas et al.
(2013) took the perspective of on-campus employment as better suited for students and
displayed a bias towards student affairs offering places for student development/
employment. It was rare an article focused singularly on minority groups as Wood et al. (2016)
did in his study on black male students. Although there was much attention to this
demographic, it is inaccurate to translate black male student perspectives to all male
students. This was included in the literature review as the majority of male students in
CBFWS at USF are African American males.
A significant portion of the literature on male students in higher education was concerned
with connecting them to campus life, student affairs, and academics. Major themes identified
may illuminate insights into male students and their perspective of higher education. However,
traditional masculine characteristics played a large role in the literature on college men.
Understanding men's development and its challenges and may lead to more effective
programming with male students by higher education professionals. It was rare when literature
yielded diverse demographics in a qualitative study such as Harris (2010).
Disproportionate sample sizes in terms of diverse male student participants at various
higher education institutions was another limitation (Kahn et al., 2011). Small sample sizes made
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it difficult to generalize findings and make implications for additional research and practices
(Musser et al., 2017). Some of the researchers cited did not test their hypothesis, and rather
constructed theoretical frameworks for male student success (Travers, 2019). Some research
compared data from 2002 to 2012, as well as from 2010, 2011, and 2012 (Garibaldi, 2014),
which made it difficult to assess whether changes in gender identity and masculinity impacted
male students in the last ten years.
The majority of the research reviewed herein focused on male students in higher
education in the U.S. except for one article. Morris (2020) utilized a systematic review with a
qualitative synthesis of articles from several countries including Australia, Belgium, China,
Pakistan, Malaysia, Korea, Israel, Iran, Indonesia, Hungary, Hong Kong, Poland, Spain, Taiwan,
Thailand, Turkey, and the United States. This was the only article included with a focus on male
students outside of the United States. Although it was difficult to draw implications from one
country to another, the article was included as it provided evidence for social support having
positive impacts on male undergraduates from multiple countries. For male students who lacked
support from families and mentors, which were key pre-enrollment elements for postsecondary
education, the university must aim to provide support for the male students where their PK-12
lives were lacking such factors. While a university can offer an array of services and support on
campus, which are most crucial, career development and community engagement offices can
provide services to connect male students with real-world experiences and opportunities for
mentorship and building connections.
The lack of K-12 factors in the research presented was a prominent limitation. In trying to
understand the challenges of male undergraduates, each student brings with him a unique set of
experiences. For example, interviewers of postsecondary male students in qualitative studies
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received accounts of what each participant believed and/or perceived (Foste & Davis, 2018;
Foste & Jones, 2018; Harris, 2008; Harris, 2010). Those responses had the potential to be rich
and insightful at their best but may have lacked reflection and awareness. Quantitative studies
have the opportunity to include more participants and may have some advantages. Participants
may be more honest in their responses in a quantitative survey which protects their anonymity
but lacks rich qualitative insights which may inform practice. The university likely cannot
holistically address all the pre-college factors in a male student's life. It is also imperative that
male students seek out appropriate services and support. While there is much focus regarding oncampus programming, which is very well-intended, off-campus factors are equally as critical for
students in the area of career development. The university should, where possible, create
connections for male students with the previously mentioned factors in mind.
Discussion. This literature review established several key aspects in regard to Federal
Work-Study (FWS), student employment, and barriers/catalysts for male student success in
higher education. Employment while attending school was a regular part of being in
postsecondary education for the majority of students. In a climate where students work in
addition to attending higher education, universities have an essential role to play to facilitate both
academic achievement as well as a meaningful work experience. On-campus student
employment had its benefits in terms of convenience and encouraged more inclusion of campus
culture. The student-centered nature of on-campus employment allowed for the student to build
essential skills in a supportive environment. Off-campus employment may not offer such
support, particularly if the position was unrelated to the university and the student’s field of
study. This was where CBFWS can connect students, the university, and local agencies for
mutual-beneficial goals.
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The alignment of a student's field of study was the first step in increasing intentionality in
student employment positions. While this is not always a possibility, building better program
designs can lead to improved outcomes for employers and students. Viewing student
employment as a learning process was an overarching perspective in creating greater
intentionality. CBFWS merges student employment with off-campus, local community partners
to provide a real-world experience geared towards career preparation. Working out in the field
with professionals, often with diverse clients, students gain experience to build essential skills
for internships and post-graduate careers. The NACE (National Association of Colleges and
Employers) career competencies provide a framework for assessing essential career skills with
students in these CBFWS positions. As Federal Work-Study (FWS) is part of a student's
financial aid package, it is easy to take for granted FWS and view it as a means to an end. FWS
can be an enormous opportunity to utilize federal financial aid in a meaningful way. In large,
diverse sample sizes, FWS showed positive outcomes associated with students' GPA, college
completion, and employment (Scott-Clayton & Minaya, 2016). This was promising for male
students who utilized their FWS to connect with their field of study where possible, and gained
career readiness skills that will support their trajectory towards employment after graduation.
There was limited research on how FWS affected male students specifically (e.g., ScottClayton, 2011; Scott-Clayton & Minaya, 2016), and it only included quantitative data. There was
no research on Community-Based Federal Work-Study (CBFWS) concerning male students'
experiences. Acknowledging male students as a specific demographic containing multiple
identities is a top priority. The male student perspective—with all its diverse demographics—is
shaped by unique life experiences and societal expectations. The trite phrase, "boys will be
boys," dismisses further investigation of what exists within male students below the surface and
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influences on their perspective and behavior. The decades-old gender achievement gap between
males and females in higher education prompts a review of how CBFWS supports male students.
The expectation on male students to become independent may be addressed in CBFWS
programming. A qualitative study of male students in CBFWS can provide insights to explore
male students’ perceptions of the role of CBFWS on their lives. Does CBFWS impact male
students’ academic engagement, career readiness, and social support (i.e., mentorship and
networking)? This is the central question that this dissertation research aims to answer.
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CHAPTER THREE
METHODOLOGY
Restatement of the Problem
At the University of South Florida (USF) on its Tampa campus, the Office of Community
Engagement and Partnerships (OCEP) houses the Community-Based Federal Work-Study
(CBFWS) Program. USF encapsulates 13 colleges with undergraduates choosing from more than
200 majors, minors and concentrations, from business and engineering to the arts and USF
Health. Over the past 10 years, USF has risen 78 spots among all universities and 54 spots
among public universities, more than any other university in the country. This is the second
consecutive year USF is among the top 50 public universities in the nation, according to U.S.
News (University of South Florida, 2021).
Federal Work-Study (FWS) is a form of student employment funded by a student’s
financial aid and is based on their income eligibility. FWS was established by the U.S. federal
government to support postsecondary education students in gaining work experience while
supporting them in paying for college expenses. Community-based, or off-campus FWS, as the
name suggests, places eligible FWS students in the local community as mandated by the federal
government. At least seven percent of a higher education institution’s FWS allocation must be
devoted to off-campus FWS positions, focusing on community-based initiatives such as tutoring,
mentoring, PK-12 efforts, nonprofit endeavors, or similar efforts having an impact on the local
community. I provided oversight for OCEP’s CBFWS program from January 2018 to May 2022.
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There was historically a low percentage of male students in the CBFWS program. For
example, the percentage of male students in CBFWS ranged from 25% in 2019-2020 (Krein &
O’Neil, 2020) to 17.5% in 2020-2021 (Krein, 2021a). Within this context, this case study was an
exploration of the male students in this CBFWS program at USF. Drawing from interviews,
document analysis, and my researcher journal, the case study investigated the experiences of
male students in the CBFWS program. By interviewing five CBFWS male students, the case
study aimed to better understand their perspectives of the CBFWS experience in terms of its
relationship to: (a) academic connection, (b) career readiness, and (c) social support (see Figure
1). Additional sources of data such as CBFWS documents from OCEP led a thematic framework
to the methodology, data analysis, and strengthen triangulation.
My personal and professional motivation for undertaking this study was my experience
with community-based practices. My time as an AmeriCorps member instilled a deep sense of
the importance of serving and working in the community. As an AmeriCorps member, I worked
with K-12/at-risk youth programs in Little Rock, Arkansas as well as with an Upward Bound
program in Vermont. These experiences continue to be a touch point in my life, and I believe
community-engaged practices such as AmeriCorps and CBFWS may have an enormous impact
on students, particularly male students. The low participation of male students in the CBFWS
program drove me to further investigate: (a) what role does the CBFWS experience play in male
students’ lives, and (b) how could knowing these insights from CBFWS male students increase
male student participation in CBFWS?
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Figure 1. Defining the Male Student Experience in CBFWS for this Study.
To recap, there were several motivations that undergird this study:
(1) my background in community-based work and its positive impact on my life;
(2) low participation of male students in CBFWS;
(3) issue of equity and underrepresentation in CBFWS of male students from historically
disadvantaged backgrounds
(4) the purported perception among male students of CBFWS as undesirable;
(5) whether CBFWS has a desirable effect on these male students;
(6) CBFWS reaches historically disadvantaged male demographics;
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(7) male students who perceive CBFWS as undesirable, or do not know about CBFWS are
missing an opportunity to further develop their lives personally and professionally;
(8) if OCEP can increase male student engagement in CBFWS, then more male students of
from lower socioeconomic backgrounds could be supported;
(9) the larger issue of the gender achievement gap in postsecondary education;
(10) the opportunity to explore CBFWS from the perspectives of male students and
investigate their insights about working in the community through off-campus universitysupported employment;
(11) insights from these students can inform and improve USF’s CBFWS program.
To put it concisely, the central research question is: “What is the male student experience
in CBFWS at USF in relation to academics, career development, and social support?”
Addressing this question illuminated a greater understanding of male students’ experience in
CBFWS and led to recommendations for increasing male student engagement in CBFWS. These
aspects made case study the primary research approach for investigating male student
experiences in CBFWS.
Case Study Research Methodology
Case study research is a research design that involves an in-depth approach, utilizing
multiple data sources, to investigate a specific issue in a particular context from the perspective
of participants within a stated circumstance. Stake (1995) regards case study methodology as
examining particularity and complexity of a single case while striving to understand its activity
within a critical context. The selection of the case itself is a hallmark of this approach as case
study “is not a methodological choice but a choice of what is to be studied" (Stake, 2000, p.
435). Common methods of case study inquiry suggested by scholars (e.g., Creswell, 2013; Yin,
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2009) include: observations, interviews, focus groups, documents, audiovisual materials, archival
records, direct observations, participant observation, and physical artifacts. However, Stake
(2008) asserts case study research is defined by “interest in an individual case, not by the
methods of inquiry used” (p. 443). Therefore, this study utilized the targeted data collection
methods of interviews, documents, and my reflective researcher journal to best capture and
analyze several different data points.
A case study approach allowed for an in-depth focus on the uniqueness of each male
student participant. This study was in a highly situated context but within a specific, unique, and
bounded system (Stake, 2008). Each male student brought with him a set of life experiences,
perspectives, and intellect that shaped his perception of the CBFWS program. Students in the
CBFWS program were from various backgrounds, class standings, majors, and demographics.
This research approach allowed for the individual's experience and insights to be recorded and
analyzed in an in-depth and data collection that reflected rich content (Yin, 2014).
Woodside (2010) asserts a multiple methods approach is crucial to evoke conscious and
unconscious thinking processes from participants. Furthermore, the advantage of case study
research was that it encourages methods that assess reflection and responses over an ongoing
period, for example, by multiple interviews. Multiple data sources also served to triangulate
findings and corroborate or disprove themes. This case study methodology utilized multiple data
sources to provide for a thick description (Ponterotto, 2006) of male students’ experience in a
community-based/off-campus work-study program at the University of South Florida (Tampa
campus).
This approach focused on the participants through this specific context (e.g., the CBFWS
program) to provide a rich account of the male student experience. This was congruent with
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focusing on the voices and lived experiences of participants in qualitative research (Creswell,
2013) and capturing the participants’ perspectives in their own words who share a common
experience (Patton, 2015). The study was also in alignment with Yin’s (2014) definition of
exploratory case study where the researcher explores any phenomenon in the data which serves
as a point of interest.
Due to the qualitative nature of the study, there was an emphasis on a constructivist
paradigm. Constructivists believe an understanding of the world is constructed and developed by
individuals from their subjectively built meaning of their lived experiences (Creswell, 2013).
This approach enabled the study participants to reflect and construct their meaning of the
CBFWS experience through their own thoughts, feelings, and voices. It was essential that the
data be constructed by the participants who engaged in this specific program. For these reasons, I
concluded the case study research methodology with a constructivist paradigm was the best fit
for this study.
Case Selection
The purpose of this case study was to explore male student experiences, with an emphasis
on academic connection, career readiness, and social support, in the CBFWS program at the
University of South Florida (USF) from the perspective of these students along with analyzing
existing documents on USF’s CBFWS program and my researcher journal. There were a few
rationales for this case selection. First, there was a low percentage of male students in CBFWS—
17.5% at the end of the spring 2021 semester (Krein, 2021a). Furthermore, this low percentage
of participation among male students was noticeable throughout the history of the program.
Secondly, what was the male student experience in CBFWS from their perspective? The focus of
the CBFWS experience was on academic connection, career readiness, and social support to
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provide specific inquiry to the most crucial of aspects of the program. Thirdly, how could this
information inform my practice? Lastly, I had overseen this program at USF since January 2018;
thus, I had access to the program and participants, as well as documents, to support the structure
and framework of the case study with the data from the interviews being the focal point. This
aligned with Saldaña’s (2011) contention of choosing a case for its uniqueness and focused
study.
The case was the CBFWS program at USF (Tampa campus). The central issue I
investigated was to better understand how male students perceive the CBFWS experience
specifically in terms of academic connection, career readiness development, social support (e.g.,
mentorship with the on-site supervisor at community partner, networking with peers and
professionals in the field). Understanding these male students' experiences in CBFWS led to (a)
making recommendations for improvements in the CBFWS programming, and (b) a deep
comprehension of the male student experience in CBFWS at USF.
Data Sources
Participants. In alignment with criterion-based selection (LeCompte & Preissle, 1993),
participants were selected intentionally, targeting male students who could provide important
insights. Priority was given to male students who participated in CBFWS spring 2018 – fall 2019
semesters before the COVID-19 pandemic, as the pandemic forced the work-study positions to
be remote for the summer 2020 semester, as well as the fall 2020-spring 2021 academic year.
This drastically changed the CBFWS program and students’ experiences with the program.
Participants were at a minimum, with the CBFWS program for at least one year.
However, the ideal male student participant was one who had been in the CBFWS program
before the interruption caused by the COVID-19. On March 16, 2020, the CBFWS program was
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halted and resumed in the summer 2020 semester in a remote work environment. On June 28,
2021, the CBFWS program resumed with in-person employment following university guidelines.
COVID-19 has had an impact on the CBFWS — the program is meant to be in-person, offcampus, and in the local community. If male student participants only participated in the
CBFWS program during the 2020-2021 academic year, this completely changes the dynamic of
what CBFWS is intended to accomplish for both students and community partners.
My goal was to enlist between four and six male student participants for this study. Five
male students from CBFWS ultimately agreed to participate in my research. This was due to the
limited number of male students who have been and continue to be members of the CBFWS
program. While 18 male students had been in the CBFWS program since its beginning in
January 2018 to August 2021 (Krein, 2021b), many of these students were not enrolled in the
university which decreased access to participants. I wanted participants who had been with the
CBFWS program for a substantial duration and that I had access to currently. Below is a table
(see Table 1) created from data found in Krein (2021b) which organized the timeframes when
male students entered the CBFWS program and which participants represented the highest
priority for selection based upon longest duration of in-person student employment.
There were six male students (“1’s” below) that had been with CBFWS the longest
duration of time. The “2” represented a male student who was with CBFWS the second longest
amount of time. The “3” took priority over students marked with “4” not because they had longer
time working in CBFWS, but because “3’s” worked in-person before COVID-19, whereas “4”
students had only worked remotely. The “5” student worked longer than “6” students, but “5”
worked remotely, while the “6’s” worked in-person but only for a semester. Thus, the six male
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students designated as “1’s” were given priority in the recruitment of participants and were
contacted via their USF student email. Students designated as “2’s” and “3’s” were possible
Table 1. Selection Process of Participants.
Highest Priority (with 1 as the highest)
1
1
1
1
1
1
2
3
3
3
3
4
4
5
6
6
6
6

Time That Male Student Was With CBFWS
Fall 2018 – Present
Fall 2018 – Present
Fall 2018 – Summer 2021
Fall 2019 – Present
Fall 2019 – Summer 2021
Spring 2018 – Present
Spring 2018 – Spring 2019
Fall 2018 – Spring 2019
Fall 2018 – Spring 2019
Fall 2018 – Spring 2019
Fall 2019 – Spring 2020
Fall 2020 – Present
Fall 2020 – Present
Spring 2020 – Fall 2020
Spring 2018
Spring 2018
Spring 2018
Spring 2019

participants that could have been reached out to ensure there were at least four participants—
however, this was not needed as five of the “1’s” agreed to participate in this research. The
maximum number of participants was set to six male students in the interview process for a
manageable data set which allowed time for data analysis of documents and the researcher
journal. Should less than four male students have agreed to participate in this study, then I would
have contacted my major professor and dissertation committee to inquire their guidance on how
best to move forward. Thankfully, five male students agreed to be participants in this case study.
Interviews. Two semi-structured interviews were a significant source of data collection,
specifically by collecting new information from the male student participants to explore their
experiences of the CBFWS program from their perspective. A central strength of the interview
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process was the possibility for the participant to self-reflect and uncover previously unknown
truths to himself, while the researcher facilitated a process that allowed for learning and
understanding. This interview process promoted a session of "active engagement and learning"
for the interviewer and interviewee while it provided the "potential for uncovering and
representing unobserved feelings and events that cannot be observed" (Simons, 2009, p. 43).
Individuals have “unique experiences, [and] special stories to tell” (Stake, 1995, p. 65) and the
most direct approach to capturing these experiences was through conducting targeted interviews.
Interview questions were developed from three sources: (a) a pilot study I conducted in
the fall 2020 semester, (b) my reflective journal that has been kept since 2019, and (c) a set of
questions I developed from the literature review (see Figure 2). With my direct knowledge of the
CBFWS program, I further revised the interview questions with the aim of answering my
research question. The examination of possible interview questions from these three sources
connected back to the research questions for the study, as Stake (1995) suggests designing a
“research-question-based set of questions [that] should be worked out in advance, with
departures from the protocol limited by design” (p. 65).
The first stage of the data collection with participants included a demographic
questionnaire which included personal and demographic information such as their gender,
ethnicity, age, career goals, etc. This brief demographic questionnaire was created in Qualtrics
through my USF account and sent to participants electronically to complete after they had: (a)
agreed to participate via email confirmation, and (b) signed the informed consent form
electronically via DocuSign. By capturing each participant’s personal and demographic
information upfront, I was more confident and prepared as I enter the first interview. For

58

instance, I had a sense of where participants are in their class standing, their major, and their
career goals.

Figure 2. Development of Final Research and Interview Questions.
In the second stage of the data collection with participants, a first semi-structured
interview (Appendix E) took place with questions formulated in open-ended phrasing such as,
“’Have you thought about…?’ ‘Why do you think…?’, ‘In what way(s) might…?’, and ‘For
instance, can you provide an example…?’” (Simons, 2009). This type of open questioning
helped achieve a rich “description[s] of an episode, a linkage, and an explanation” (Stake, 1995,
p. 65). I took on the role of interviewer to facilitate reflection on from the male student
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participants on their CBFWS experience. The third and final stage of the data collection with
participants included a second interview (Appendix F) to ask clarifying questions and additional
questions that were prompted by the first interview (Appendix E). Copies of the interview
process, email recruitment template, informed consent letter, and first/second interview protocols
are in the Appendices section.
Interviews were semi-structured in design to allow a specific set of questions to facilitate
reflective feedback from the interviewees. This provided an opportunity for follow-up questions
when I believed examining unsuspected areas for conversation raised by the participants was
necessary to explore. Simons (2009) suggested allocating one-to-two hours per interview to
"create interpersonal trust and generate in-depth understanding” (p. 49). To give a frame of
reference, the pilot study interview that was conducted in the fall 2020 semester lasted
approximately 40 minutes.
Therefore, based upon the pilot study and the suggestion from Simons (2009), the first
interview aimed to last at least one hour with a maximum time of 90 minutes. Should the first
interview have approached two hours, the interviewee would have been asked if he would like to
continue or schedule another time to complete the interview if that would be more convenient for
him. A second interview was scheduled with each participant at the end of the first interview.
After the first round of interviews, I reviewed the transcriptions from the first interviews. This
allowed myself to further reflect upon the first interview and develop questions for the second
interview. This second interview allowed each participant to reflect upon their responses to the
first interview and provide additional feedback that may not have occurred to them in the first
interview. The second interview allowed an opportunity to clarify responses and details as well
as ask additional questions prompted by the first interview. The second interview was intended
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to last 45 minutes with a maximum set time of 60 minutes (see Figure 3). Each participant had an
opportunity to review each transcript of each interview. Participants were emailed after each
interview with a transcription for their review. This process of sending transcriptions to
interviewees for review was informed by such scholars as Mero-Jaffe (2011) and Hagens,
Dobrow, and Chafe (2009).

Figure 3. Interview Process with Participants.
Given that this research was conducted in the fall of 2021 when the COVID-19 pandemic
and the Delta variant continued to hamper in-person meetings, interviews were conducted
virtually with participants via Microsoft Teams. This method was utilized in the fall 2020 pilot
study and allowed for several advantages. Following Simons' (2009) suggestion on conducting
audio-recordings, interviews conducted via Microsoft Teams ensured accuracy for the
transcription of the participants’ responses and allowed the interviewer to focus on the answers
(i.e., didn’t have to transcribe every sentence word-for-word). The Microsoft Teams program
recorded the interview and allowed for transcription to be produced through Microsoft Word
through its dictation and transcription feature. The recordings also allowed for further review of
responses. I requested permission from each participant to record and transcribe the interview
before we proceeded with the interview. This was mentioned in the initial email to potential
participants as well as in the informed consent agreement they signed. Notes were taken during
the interviews to provide an initial stage of analysis for early analysis interpretation and to put
the interviewee at ease by breaking sustained eye contact as suggested by Simons (2009).
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I strived to establish a strong rapport with each interviewee by providing a concise
explanation of the study, its purpose, and encouraged openness and attentiveness (Simons, 2009).
As the program manager of CBFWS, I already knew the participants in some regard; thus, there
was an existing familiarity between the interviewer and interviewee. This familiarity was utilized
to build rapport for the interviews to be more of a discussion and encourage interest and
engagement by participants (Simons, 2009) to establish trust and facilitate self-reflection on the
part of the participants. After my dissertation committee’s approval of my proposal and approval
from the Institutional Review Board (IRB) in late fall 2021, I immediately (a) reached out to
potential study participants, (b) began analysis on documents and my researcher journal in
October, (c) confirmed five participants and set up first interviews, (d) conducted first interviews
in late October-early November (Table 3), began analysis of the first interviews and prepared for
second interviews (Table 3), (e) conducted second interviews in mid-November-early December
(Table 4), and (f) had a rough draft of my findings to my major professor by January 1, 2022.
Documents. The following documents from OCEP were reviewed and analyzed: (a) male
student exit interview responses from the CBFWS Spring 2018 Report; (b) male student exit
interview responses from the CBFWS 2019-2020 Annual Report; and (c) male student exit
interview responses from the CBFWS 2020-2021 Annual Report. I conducted these exit
interviews in (a) April-May 2018, (b) April-May 2020, and (c) April-May 2021, respectively,
with as many of our CBFWS students as possible. The exit interviews were qualitative in nature,
and asked students open-ended questions about their CBFWS experience for that academic year.
The exit interviews that were conducted for the 2018-2019 academic year were done through
Qualtrics and did not have demographic information; thus, the gender was unknown with those
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responses for 2018-2019. This issue accounted for the gap of information for the 2018-2019
academic year.
These documents served as substitutes for activities that could not be observed directly
(Stake, 1995) as well as historical records of the CBFWS program. Analyzing these documents
served as a useful precursor to observations and interviews to suggest topics worth exploring in
the case study as well as a context for the interpretation of the interview and observation data
(Simons, 2009). These documents were listed in the IRB request to be transparent of what the
study included. I created the documents used in this study during my tenure as a Program
Planner/Analyst in the Office of Community Engagement and Partnerships (OCEP) at the
University of South Florida (USF) at its Tampa campus. These documents were not intended for
public review or to be included in a study at the time of their creation but were developed to have
documentation of the CBFWS program.
There were several advantages to utilizing documents in this case study. For example,
using documents informed the study’s research questions and context while verifying findings
from other data sources (Bowen, 2009). As the program manager of the CBFWS program from
January 2018-May 2022, I had access to documentation that dated back to the origins of the
program (January 2018). I joined the University of South Florida’s Office of Community
Engagement and Partnerships in August 2017 and have provided the development and oversight
for the CBFWS program since its inception in January 2018 to May 2022. This process of
documenting the CBFWS had been part of its programming since January 2018.
Initially, the CBFWS program began as a relatively small endeavor with one community
partner and nine work-study students. However, as participants of the program commented on its
advantages and successes, the program grew each academic year. At the close of the 2020-2021
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academic year, the CBFWS program had ten community partners and 40 work-study students
(Krein, 2021a). Therefore, the information gathered from partners and students, in the beginning
(i.e., spring 2018), was not as strong and insightful as recent information gathered in the past
year (i.e., spring 2021). Nevertheless, documents from OCEP on the CBFWS program were
“searched for clues to understanding the culture of organizations, the values underlying policies,
and the beliefs and attitudes of the writer” (Simons, 2009, p. 63).
Researcher’s Journal. During my time as an Ed.D. student at USF and working towards
the completion of this study, I kept a reflective journal on my personal Google account. These
journal entries had largely been rooted in my own experiences, thoughts, and personal/
professional account of having worked on this CBFWS program since January 2018. The journal
dated back to 2019 when I first entered in the Ed.D. program at USF. This was recommended by
USF faculty in the Ed.D. program to practice a reflective journal through the course of my
doctoral journey. This journal was utilized as a data source in showing how I arrived at my
approaches to this study and how such reflection was relevant to the study. Examples of selfreflection included (a) topics related to the research study process, (b) thoughts on the CBFWS
program, and (c) limitations of the study.
My dual role as both a researcher in my doctoral studies as well as a current administrator
at USF with the CBFWS complicated the research process. For instance, participants were likely
to engage in social desirability behaviors and present their best versions in my research. I
attempted to create a process by which authentic self-reflection—for myself and the
participants—was possible. I believed a central way to minimize the social desirability in this
study was for me to continue to reflect on my own community-based experiences and why I was
engaging in this research—and then share this with participants. My researcher journal was the
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perfect place to further reflect up as well being an insider/outsider (i.e., emic-etic approach) and
the power dynamics that were in place in the research. As I continued to work on the study and
on the CBFWS program in my position with OCEP, I documented new insights in my journal. I
also developed a set of questions, under the supervision of my major professor, to ask myself to
prompt further reflection and provide structure to my thought process (see Appendix I).
Ethics and Data Security. Video recordings and transcriptions were secured on my
student account in a secure, university-maintained digital storage platform called Microsoft Box.
Only I had the username and password to access these video recordings and transcriptions. These
records will be kept for five years and then will be destroyed. Additional time was added for
analysis of each interview, specifically with time allocated after each interview to write a
reflection to capture initial impressions and themes while having documentation for further
analysis. Allocating for this extra time after the interview allowed for preparing “interpretive
commentary” (Stake, 1995).
In terms of ethics, this study followed ethical guidelines in four distinct ways as outlined
by Tracy (2010): (a) procedural ethics, (b) situational ethics, (c) relational ethics, and (d) exiting
ethics. The appropriate review process required by the University and Institutional Review Board
(IRB) was followed upon successful defense of the research proposal in October 2021.
Participants were asked to create a pseudonym to protect their identities. Participants could have
decided to opt-out of the research at any time and may have declined to proceed if they felt
uneasy or uncomfortable—however, participants were briefed before the interviews with the
focus of using their time respectfully and conscientiously. Participants' responses had no bearing
on their employment with USF and OCEP—this was a crucial point for participants to
understand. Data collected from interviews, documents, and researcher journal were stored on
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my Microsoft Box digital storage folder (associated with, and managed by, the researcher’s
university) in a password-protected folder. This data was not shared with university colleagues or
staff. Once the study had been completed and successfully defended, the recorded interviews and
transcriptions will be deleted after five years of successful completion of the proposed study.
In regard to meaningful coherence, the interconnection of research design, data
collection, and analysis with a theoretical framework and stated purpose (Tracy, 2010), this study
followed specific guidelines. The male student experience in the CBFWS program can be viewed
as very broad. This is why the research question and interview questions focused on male
students' CBFWS experience in terms of academic connection, career readiness, and social
support. Together with questions from my reflective journal as well as questions from the pilot
study conducted in fall 2020, categories were developed under which all these questions were
placed. the categories under which these questions were placed included: academic connection,
career readiness, CBFWS programming, community partner/placement, covid-19,
educational/university, existing documentation, male student perception, motivation,
recruitment/marketing, the role of CBFWS alumni, social support, societal expectations, working
while attending school.
While I knew I wished to investigate the male student experience in CBFWS based upon
my previously mentioned reasons and have developed a series of research questions around this
topic, the most current research questions were derived reviewing questions from my reflective
journal, pilot study interview, and questions derived from my literature review. Essentially, I
worked backward from a series of questions to arrive at researching the academic connection,
career readiness, and social support aspects of the CBFWS experiences among male students.
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Data Analysis
Simons (2009) suggested when organizing data that categories and ideas be identified as
well as themes and patterns. Along with this approach, there was a selection process in which the
researcher decided what to include in the data analysis. As previous documents from the data
collection included a focus on ties to academics and career readiness, these topics were of high
interest for analysis. These insights from male students were the key to understand their
experiences in CBFWS, what motivated and inspired them in the experience, and how such data
could be used to increase male student engagement in CBFWS. Inductive reasoning was used to
assess the data collected from multiple sources. There was a strong emphasis on interpretation of
the data based upon the researcher’s own experiences with community-based practices, both as a
participant, but also as the program manager of CBFWS at USF.
Creswell (2014) defined coding as “the process of organizing the material into chunks or
segments of text and assigning a word or phrase to the segment in order to develop a general
sense of it” (p.290). Through coding, categorizing, thematic analysis, and cognitive mapping, the
data analysis presented a formal inductive analysis as suggested by Simons (2009). These
methods allowed for themes and patterns to emerge from the data collected. Through this
process, the ultimate goal was to build understanding and explanations (Simons, 2009) which led
to a rich account of the male student experience in CBFWS from the perspectives of those who
were involved first-hand in the program. This method lent itself to an interpretative method of
analysis which constructed meaning from the words of the participants themselves. I followed
the suggestion of Creswell (2104) to build the coding into larger themes which interconnected
into narrative to present the data discovered. The coding of the interviews followed the Eight
Steps in the Coding Process as suggested by Tesch (1990) and were done in Microsoft Word (see
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Table 2). This data was also stored in my Microsoft Box folder through my university student
account.
Table 2. Tesch’s Eight Steps in the Coding Process.
Tesch’s Eight Steps in the Coding Process
1. Get a sense of the whole. Read all the transcriptions carefully. Perhaps jot down some ideas
as they come to mind as you read.
2. Pick one document (i.e., one interview)—the most interesting one, the shortest, the one on
the top of the pile. Go through it, asking yourself, “What is this about?” Do not think about the
substance of the information but its underlying meaning. Write thoughts in the margin.
3. When you have completed this task for several participants, make a list of all topics. Cluster
together similar topics. Form these topics into columns, perhaps arrayed as major, unique, and
leftover topics.
4. Now take this list and go back to your data. Abbreviate the topics as codes and write the
codes next to the appropriate segments of the text. Try this preliminary organizing scheme to
see if new categories and codes emerge.
5. Find the most descriptive wording for your topics and turn them into categories. Look for
ways of reducing your total list of categories by grouping topics that relate to each other.
Perhaps draw lines between your categories to show interrelationships.
6. Make a final decision on the abbreviation for each category and alphabetize these codes.
7. Assemble the data material belonging to each category in one place and perform a
preliminary analysis.
8. If necessary, recode your existing data.
(Tesch, 1990, p. 142–149 as cited in Creswell, 2014, p. 248)
The beginning of the data analysis started with the existing documents. This allowed for a
detailed context of the CBFWS program while revealing what data existed which informed the
male student experience in CBFWS. The following documents were reviewed: (a) male student
exit interview responses from the CBFWS Spring 2018 Report, (b) male student exit interview
responses from the CBFWS 2019-2020 Annual Report, and (c) male student exit interview
responses from the CBFWS 2020-2021 Annual Report. Analyzing these documents allowed for
a means of triangulation (Bowen, 2009) and crosschecking the significance of data from different
sources, methods, and perspectives to increase validity (Simons, 2009).
Below was a tentative example of how I collected and analyzed the data from the first set
of interviews. Each round of interviews took place over a two-week period; this allowed for an
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additional two weeks for an interview analysis. For instance, the first set of interviews took place
from late October to early November. This allowed for two weeks of analysis before the second
set of interviews took place between late November 2021 to early December 2021 (see Tables 3
and 4).
Table 3. Finalized Data Collection and Analysis Timeline for First Set of Interviews.
Interviews

Interview
Reflection/Memo
Writing

Review of
Interview
Transcriptions

Coding Interview
& Writing Notes

Analysis of All
Written Notes

Student
Participants

Date

Length

Date

Length

Date

Length

Date

Length

Date

Length

Male Student
#1

10/25/21

90
minutes*

10/25/21

11/8/21

3
hours**

90
minutes*

10/27/21

11/12/21

3
hours**

Male Student
#3

10/29/21

90
minutes*

10/29/21

11/12/21

3
hours**

Male Student
#4

11/1/21

90
minutes*

11/1/21

11/19/21

3
hours**

Male Student
#5

11/3/21

90
minutes*

11/3/21

3
hours*
*
3
hours*
*
3
hours*
*
3
hours*
*
3
hours*
*

11/12/21

10/27/21

3
hours*
*
3
hours*
*
3
hours*
*
3
hours*
*
3
hours*
*

11/8/202
1

Male Student
#2

60
minutes*
*
60
minutes*
*
60
minutes*
*
60
minutes*
*
60
minutes*
*

11/19/21

3
hours**

11/10/21

11/12/21

11/15/21

11/17/21

*=maximum

**=approximately
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11/10/21

11/12/21

11/15/21

11/17/21

Table 4. Finalized Data Collection and Analysis Timeline for Second Set of Interviews.
Interviews

Interview
Reflection/Memo
Writing

Review of Interview
Transcriptions

Coding Interview &
Writing Notes

Analysis of All
Written Notes

Student
Participants

Date

Length

Date

Length

Date

Length

Date

Length

Date

Length

Male
Student #1

11/22/21

60
minutes*

11/22/21

60
minutes**

12/6/21

2
hours**

12/6/21

3
hours**

10/24/21

3
hours**

Male
Student #2

11/23/21

60
minutes*

11/23/21

60
minutes**

12/8/21

2
hours**

12/8/21

3
hours**

10/31/21

3
hours**

Male
Student #3

11/24/21

60
minutes*

11/24/21

60
minutes**

12/10/21

2
hours**

12/10/21

3
hours**

11/7/21

3
hours**

Male
Student #4

11/29/21

60
minutes*

11/29/21

60
minutes**

12/13/21

2
hours**

12/13/21

3
hours**

11/14/21

3
hours**

Male
Student #5

12/21/21

60
minutes*

12/21/21

60
minutes**

12/23/21

2
hours**

12/23/21

3
hours**

1/1/22

3
hours**

*=maximum

**=approximately

Quality Criteria
An eight-point conceptualization of quality in qualitative research introduced by Tracy
(2010) named the “eight ‘big-tent’ criteria” was utilized. The criteria included (1) worthy topic,
(2) rich rigor, (3) sincerity, (4) credibility, (5) resonance, (6) significant contribution, (7) ethics,
and (8) meaningful coherence. This conceptualization was intended to serve as guidelines to
provide structure to improve the quality of the study’s qualitative research. Tracy’s “eight ‘bigtent’ criteria” established benchmarks for which researchers can strive towards a high level of
quality.
This case study was a worthy topic as it coincided with being conceptually compelling,
timely societal, and related to personal events (Tracy, 2010). CBFWS programming at USF
promoted compelling questions such as: (a) What is the male student CBFWS experience in
relation to academics, career readiness, and social support? (b) How could these insights (derived
directly from male students) increase male student engagement with the CBFWS program?
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While the case study was directly concerned with male students in this CBFWS program at USF,
there are larger societal issues that make male students a worthwhile demographic to study. The
gender achievement gap in higher education, with a larger number of female students attending
and graduating from colleges and universities, calls for higher education professionals to explore
how best to support male students who are at-risk of not graduating. While students who receive
financial aid may be driven individuals, coming from a lower economic status may impede a
student's academic progress. The interplay of all of these factors was at the core of this study.
Additionally, many of the male students in the CBFWS program were men of color who
are from historically disadvantaged backgrounds. This combined with coming from a lower
economic status (e.g., a student who qualifies for Federal Work-Study would fit into this
category), made male students in CBFWS especially a noteworthy demographic worth the
attention. As worthy studies aim to point out surprises (Tracy, 2010), this study aimed to uncover
how CBFWS affects male students in what is a female-dominated program. Lastly, my
experience in community-based practices such as AmeriCorps reinforced my motivation to
investigate how CBFWS influences male students. My AmeriCorps experience was a
community-based immersion with nonprofits such as Joseph Pfeifer Kiwanis Camp and Our
House in Little Rock, Arkansas with a focus on at-risk youth as well as Upward Bound at
Castleton University in Vermont. These experiences were turning points for my personal and
professional life. Thus, my experience in community-based programs suggested CBFWS may
also be largely beneficial for male students.
Rigor, Credibility, and Significant Contribution. Rigor is characterized by care
regarding the practice of data collection and analysis (Tracy, 2010). With this definition in mind,
extreme consideration was given to the layers and complexities surrounding this study's data
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collection and analysis procedures. First, the use of multiple data sources mirrored the
complexities of the case itself. There were multiple male student participants with multiple
community agencies/settings. Therefore, collecting multiple sources of data (e.g., multiple
interviews and documents) accomplished a richer account of the male student experiences in
CBFWS, and allowed for stronger interpretation and construction during the data analysis. These
techniques served to foster triangulation in the analysis for stronger assertion and conclusion of
the study. While the participant size was relatively low (e.g., five participants), it was appropriate
given the goal of the study to discover a deeper account of male students' experiences in the
CBFWS. The documents spanned back to the summer of 2018 to the summer of 2021,
facilitating a time span of three years. This amount of data along with information gathered from
observations and interviews in the fall 2021 semester built a comprehensive understanding of the
male student experience in CBFWS from January 2018 to May 2021.
This study strived for sincerity in two substantial ways: (1) self-reflexivity, and (2)
transparency. Self-reflexivity relates to the researcher's honesty and authenticity within one's
self, the relationship with research, and the intended audience (Tracy, 2010). My fundamental
motivation for pursuing this study—my positive experience with community-based practices
(e.g., AmeriCorps)—had its limitations in terms of a researcher's perspective. I held the bias that
if male students engaged in community-based experiences, it was likely to have a positive impact
on them. However, male students come from a variety of backgrounds with a multitude of ideas
and goals, and the CBFWS program may not align with their goals. More research will be
needed to assess the male student experience in CBFWS and how it may lead to increasing male
student engagement in CBFWS. In being honest about the research process and showing
transparency (Tracy, 2010), the findings of the study were specific to the CBFWS program at
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USF. While the assertions were not intended to be transferrable to all male students in CBFWS
programs, such findings led to implications for practical recommendations and additional
research related to CBFWS and male students in higher education.
To establish credibility, trustworthiness, and plausibility of the study's results (Tracy,
2010), great attention was followed in using the exact wording and responses of the participant's
interview to support conclusions and make assertions. A key aspect of the study was that the
majority of the data collected, particularly from documents and interviews, was from the
perspectives of the male students. This led to a high subjectivity in the data collection which
followed a constructivist approach to the data analysis. The study does not exaggerate its
findings to build a transferrable theory with male students in CBFWS. It was a focused study on
a small group of male students which was intended to lead to greater insights about their CBFWS
experience while providing recommendations for practice and implications for future research.
However, it is hoped that results of this case study are of interest to other postsecondary
institutions, practitioners, and researchers who wish to be intentional in FWS placements and
further the achievement of their students and stakeholders.
In achieving resonance with this study, research's capacity to meaningful reverberate with
an audience (Tracy, 2010), there were a few key points to emphasize. First, my motivation for
pursuing this study carried with it a personal touch to uncover detailed accounts of male
students’ experience in CBFWS. Part of the research tried to discover if such community-based
experiences resonated with the male student participants. Secondly, how can insights from male
students inform my practice at the university to increase the engagement of male students from
diverse backgrounds in CBFWS? These were the fundamental aspects at the core of this study.
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There are studies investigating how Federal Work-Study impacted students from a civic
engagement perspective (Franklin, 2010), or how FWS impacted Hispanic students (Rideau,
2020). However, there is a lack of research investigating Federal Work-Study as a communitybased practice and its impact on male students from minority groups—who were the low
percentage of participants in the CBFWS program at USF’s Tampa campus. These male students
were primarily from historically disadvantaged backgrounds, which made it significant to
uncover how CBFWS could facilitate positive development with this demographic of students.
For these reasons, the study was of heuristic significance, and may motivate others to conduct
further research (Tracy, 2010) on Federal Work-Study in its community-based form and how
community-based practices relate to male student success.
Chapter Summary
This study utilized a case study research design that incorporated multiple data sources.
Five male student participants from USF’s CBFWS program participated in the study with a
three-part process: (a) initial demographic questionnaire, (b) semi-structured interviews
exploring the relationship of CBFWS to academics, career readiness, and social support, and (c)
a second interview with clarifying questions and additional questions prompted by the first
interview. Participants were given an opportunity to review the transcriptions of each interview.
Additionally, existing documents from the CBFWS program were analyzed for insights into the
male student experience in CBFWS. Lastly, my reflective journal served as a data source. Data
were coded according to suggestions from Simons (2009) with the ultimate aim of creating an
understanding of male students’ experience in CBFWS, with an emphasis towards the CBFWS
program’s relation to academics, career readiness, and social support.
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CHAPTER FOUR
FINDINGS
The current study addressed the following central research question and sub-questions:
From the perspective of the male student study participants, what is their Community-Based
Federal Work-Study (CBFWS) experience in relation to: (1) academic performance, (2) career
readiness, and (3) social support? In this chapter, findings were culled from three sources: a
research journal, program documents, and participant interviews. The research journal is a
reflective journal that I have kept since fall 2019 and provides insights into my thinking over the
course of the conception, development, and execution of this study. These insights provide
information about my initial thoughts on male student experiences in CBFWS, my personal and
professional perspectives on this issue, the effect of COVID-19 on CBFWS, and how CBFWS
might move forward from a better understanding of the male student experience. A key feature
of this research journal is to see where insights from my four years of working on the CBFWS
program may or may not connect with what male students think about the CBFWS experience.
These three data sources represent existing (i.e., research journal and program documents) and
new data (i.e., interviews conducted specifically for this study in 2021-2022). Each of these three
data sources are discussed in depth in this chapter. These findings are intended to inform USF’s
CBFWS program as well as my own practice in education to better understand how male
students interpret community-based experiences.
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Research Journal
Introduction to the Research Journal. The following section represents thoughts,
insights, and reflections from my research journal which I kept since entrance into the Ed.D.
program at USF in fall 2019. This research journal was kept on my personal Google Drive
account in a Word document. The following themes were explored: initial thoughts on male
students and their experiences in CBFWS at USF, my perspective (and bias) about communitybased experiences and male students, the larger issue of the gender gap in higher education, and
the problem of practice with CBFWS. The core theme of the research journal recognized the
importance of the male student experience in CBFWS, as they have historically been
underrepresented in CBFWS, and how to understand their experience and provide implications
for CBFWS to improve its programming.
I organized the data (i.e., journal entries) into the subsections delineated below.
Subsections contain specific quotations and comments from the journal and complementary
context. Direct passages from my research journal are noted with quotation marks. Prompting
questions from the research journal can be found on Appendix I.
Initial Thoughts on Male Students and their Experiences in CBFWS at USF. The
earliest journal entry began with my initial thoughts about male students in Community-Based
Federal Work-Study (CBFWS) at the University of South Florida (USF). There were five main
aspects of male students and CBFWS in my view:
1. Understand the male student experience (MSE).
2. Utilize insight from the MSE to increase male student engagement in CBFWS.
3. Identify gaps and existing attributes in CBFWS that could increase male student
engagement.
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4. Political component: If OCEP's CBFWS program can increase male student
engagement, others will take notice and ask, “How did you do that [increase male student
participation]?”
5. Are the CBFWS positions career-focused and do they offer a range of positions (e.g.,
like the Skills Center positions; marketing, etc.), or are they just mentor/tutor kinds of
positions with K-12 youth (i.e., narrow, social-focused)?
My first aim was to understand who are the male students in CBFWS, and to see if
insights from male students could be used to increase male student engagement in CBFWS.
These insights could also be used to see what gaps exist in the CBFWS program and what may
be to be improved. There is a political component in that increasing male student engagement,
particularly male students of lower socioeconomic status, could have a positive impact on them.
That may create political capital for the CBFWS program and make others take notice at the
university. Reflected in the fifth question above is the fact that the CBFWS has a community
partner in Tampa called the Skills Center which hosted a male student who was a marketing
major. This question suggests that although the Skills Center is primarily a youth development
organization, they utilize the CBFWS students in other administrative capacities that may be
more inclusive of all majors, not just majors towards youth development.
Another key question asked, "if we know how this [CBFWS] experience has a positive
impact on male students, then we can begin to understand how to increase male student
engagement?" The key to this question is "if." Currently, it is unclear whether the CBFWS
program facilitates a positive experience for male students; thus, more research is needed to
clarify what impact, or relationship the CBFWS program has for male students' career readiness.
This also leads to another question from the journal: "What factors contribute to male students
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having a successful, enriching experience, and a positive perspective about our program?" Many
of the initial thoughts about male students in CBFWS was not only a dive into what their
experience was like but how that information could be used to increase male student engagement
in CBFWS since it has historically been at a lower percentage compared to female students.
However, it should also be noted that if male students did not have a favorable view of their
CBFWS experience, then how could USF and the Office of Community Engagement and
Partnerships (OCEP)—where the program is overseen—take steps to improve the CBFWS
experience among male students?
My Perspective (and Potential Bias) about Community-Based Experiences and Male
Students. "The personal motivation for the study is quite clear (i.e., my experience in national
service)," and supports the backbone of the study and why I believe it is important. My
experiences in AmeriCorps (2013-2015, summer 2016, and summer 2017) had an enormous
impact on my life which informs my perspective on this issue, but also my potential belief that if
male students have a community-based experience, it will be positive (because it was positive for
me). However, that may not always be the case. The community placement might not be a good
fit for the student. There could be other issues at play where the placement doesn't put the time
into working with the student in a meaningful way. It is not accurate to assume that merely
because male students are in community-based programming that automatically they will have a
positive experience. I have kept this in mind as I reviewed my journal entries.
"My own personal narrative of disillusionment and disengagement with higher education
in my undergraduate days seems particularly relevant somehow." AmeriCorps gave me a sense
of fulfillment that was lacking in my undergraduate studies. In my journal, I go on to say in
further detail:
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"This notion of feeling lost I can completely relate to, particularly after completing my
bachelor's degree. There was a sense of 'Now what?' So whenever you hear me mention
AmeriCorps and my background in that work, it filled a void that I did not find in my
undergraduate studies. I firmly believe I would not be where I am today with this
experience in AmeriCorps/National Service/community-based work."
At the core of my perspective (and bias) about the CBFWS program and male students is that "if
male students have a community-based experience, they are more likely to be successful [in their
academics and careers] ---thus, addressing my PoP [problem of practice] and having broader
implications." The second part of this quotation from the journal could be overreaching, or
wishful thinking. However, utilizing an exploratory case study to investigate if CBFWS is a
positive experience for male students is a worthwhile first step. This is essentially what the study
is about—does CBFWS facilitate a positive experience for male students? Does it support them
in their academics, career readiness, and social skills? No one besides the male students in
CBFWS themselves can give insights into these questions.
In my research journal, I had the following marked as "KEY RESEARCHER
PERSPECTIVE:"
“If male students have community-based experiences (i.e., CBFWS, Internships, ServiceLearning, Study Aboard, etc.), the likelihood of their engagement (e.g., academically,
personally, and career development) may increase. Such experiences provide connections
to others (e.g., social support through peers, mentors, connection with others in the
community, locally or globally) and the real-world environment for skill development
(i.e., building career readiness), and potentially ignite their academic motivation.”
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Possible avenues of increasing academic motivation through CBFWS may be connected to: (1)
their academics/major of study, and/or (2) other professionals and community members and
finding a sense of fulfillment in the community-based placement (even if there is no connection
to their academics/major of study).
The Larger Issue of the Gender Gap in Higher Education. Of importance to me is the
gender academic achievement gap in higher education and the impact that it may have on society
at large. While this study looks at a relatively small (CBFWS) program at USF, the issue of the
gender gap in higher education has always loomed prominently in my research interests. In my
journal I noted that "to close the gender achievement gap, we must close the gender engagement
gap first." This is where higher education administrators may potentially have an opportunity to
create programming that aims to be inclusive towards all students from all majors. We must also
be realistic about what institutions of higher education can and cannot do. For example, it may
not be possible to "fix issues pertaining to male student success in order to even out the gender
engagement and achievement gaps." When I think of a "gap" such as the "gender gap," it is
difficult to think of this beyond a deficit situation. There is something we as educators need to
"fix" with male students who are not graduating at the same rate as women. That is likely an
unproductive way to think about this complex issue. However, institutions can facilitate
opportunities for "social support and experiential learning in which the male student would not
have had access to otherwise." This approach, while including a more asset-based way of
thinking, may be a more productive mindset when reviewing the gender gap issue in higher
education student success.
The Problem of Practice. Initially, I saw my problem of practice as "looking specifically
at increasing male student participation in CBFWS at USF; thus, you might infer that it is
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foundational to understand male student engagement/experience in CBFWS first before mapping
out a plan to address this." My ultimate goal was to increase male student participation in
CBFWS. Historically, the male students in CBFWS were men of color, and to receive Federal
Work-Study, students would typically be of a lower socioeconomic status in order to qualify.
Thus, the end goal was to try to reach more male students, particularly those of color. However, I
recognized that I should give "strong consideration to the male student perception and awareness
of CBFWS," before I can address measures to increase male student engagement in CBFWS.
To dive deeper into understanding the male student experience in CBFWS and defining
that experience asking how the CBFWS program aligned with their "major/academics,
mentorship in the workplace (with the on-site supervisor), development of career readiness
[NACE] competencies" is ultimately how the problem of practice would unfold. It is not enough
to merely say "male student experience," this must be defined. After a rigorous process of sorting
through many questions that the literature review, pilot study, and researcher journal presented,
ultimately it was decided that academics, career readiness, and social support made the most
sense to explore in this study.
Program Documents
I provide findings from three sources of program documents: (a) male student responses
from USF CBFWS exit interviews conducted April-May 2018, (b) male student responses from
USF CBFWS exit interviews: conducted April-May 2020, and (c) male student responses from
USF CBFWS exit interviews: conducted April-May 2021. I created these program documents as
an employee of the University of South Florida’s (USF) Office of Community Engagement and
Partnerships (OCEP). These documents were part of larger sets of information that included all
(male and female) responses to exit interviews conducted at the end of each academic year
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(except 2018-2019, discussed below). The findings for this section present disaggregated
information gathered from male students in CBFWS.
The strength of these documents is the male student insights about their CBFWS
experiences over the last few years. This provides for some triangulation with the findings from
the interviews specifically for this study in 2021-2022. However, a notable weakness is that the
2018-2019 academic year is missing. This is because in the spring of 2019, I attempted to gather
responses from CBFWS students in an electronic survey and did not ask for demographic
information. The data from the spring 2019 also did not give such rich responses as gathered in a
one-on-one exit interview. Therefore, this accounts for the return to conducting exit interviews in
the 2019-2020 academic year.
Male Student Responses from USF CBFWS Exit Interviews: Conducted April-May 2018
Introduction. The exit interviews from the end of the spring 2018 semester yielded
responses from five male students in the Community-Based Federal Work-Study (CBFWS)
program at the University of South Florida (USF). There were five male students out of nine
total participants in the CBFWS program by the end of the spring 2018 semester. This was the
first semester of the CBFWS program in the Office of Community Engagement and Partnerships
(OCEP) at USF. Participants were asked seven open-ended questions. This program was in its
infancy, and this was its first attempt at conducting exit interviews; thus, the questions were very
simple in their construction. For example, there was no collection of demographic information.
There was also a space left for additional notes after question seven as well.
I conducted exit interviews in late April through early May 2018. Questions on the exit
interview questionnaire included: (1) what did you most enjoy and find rewarding about your
experience this semester, (2) [what] skills gained [have you gained in this CBFWS position], (3)
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what did you find most challenging, (4) how could I and/or the UACDC staff make
improvements for the future, (5) would you be willing to work here again in the fall [2018] if
funding is available, (6) could you give me a 2 -3 sentence quote on your experience that could
be shared with others, and (7) do you have any questions for us? This first exit interview of the
CBFWS program in USF’s Office of Community Engagement and Partnerships (OCEP) gives
initial insights into the experience of male students in this program. All these students were
placed at the University Area Community Development Corporation (UACDC). Key themes
included the opportunity to improve communication skills, learn new work tasks/projects, build
time management skills and professionalism, and work with supportive staff members.
Findings from USF CBFWS Exit Interviews: Conducted April-May 2018
Most Rewarding CBFWS Experiences. The first question of the exit interview asked:
“What did you most enjoy and find rewarding about your experience this semester?” Three male
students responded with the people within the organization. Two male students cited specific
projects and tasks they worked on during their time at the community placement. One male
student cited witnessing people impacted by an event hosted by the UACDC and another male
student cited gaining professional experience. Thus, the major themes for this question were: (a)
working with the people/staff/colleagues at the organization (related to the NACE career
competency of “Teamwork/Collaboration,” (b) specific projects and tasks cited, (c) seeing
people who were impacted by community placement, and (d) gaining professional experience
(related to the NACE career competency of “Professionalism/Work Ethic).”
Skills Gained in the CBFWS Experiences. The second question of the exit interview
asked: “[What] skills gained [have you gained in this CBFWS position]?” Four male students
cited communication while forty percent cited professionalism. One male student cited learned
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how to use video animation software. Thus, the major themes for this question were: (a)
communication (related to the NACE career competency of “Oral/Written Communication),” (b)
professionalism (related to the NACE career competency of “Professionalism/Work Ethic),” and
(c) learned to use video animation software (related to the NACE career competency of “Digital
Technology).”
Challenges Encountered in the CBFWS Experiences. The third question of the exit
interview asked: “What did you find most challenging?” Sixty percent responded with statements
that related to learning new work tasks and projects. Forty percent cited the work pace of the
community site; for example, that it was a slower pace than from hospitality work. Forty percent
of participants cited time management. Twenty percent responded that new skills had to be
developed; for example, marketing, outreach, brand development, and client/community
partnership development. It is also noteworthy that one student responded that the CBFWS
experience helped them with career goals. This student also stated that he experienced a gap
between what he learned in class and what he did at the community placement. He went on to
say the CBFWS position helped him become more well-rounded. Thus, the major themes for this
question were: (a) learning new work tasks/projects, (b) adjusting to work pace of community
site, (c) learned to use time management skills, (d) learned new skills, and (e) support of career
goals (related to the NACE career competency of “Career Management).”
Possible Improvements for CBFWS. The fourth question of the exit interview asked:
“How could I and/or the UACDC [community placement] staff make improvements for the
future?” Forty percent stated that it was a great or good experience. Forty percent cited that there
was a need for improved communication from USF. One student stated he only saw me (Dustin
Krein) when turning in timesheets and that he didn’t see the partnership between the two
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organizations (USF and UACDC). Another student commented that a weekly check-in with
students could be an improvement but that it was not a necessity. Another student responded that
there should be a better system for timesheet submission. At this point in the CBFWS program
(i.e., spring 2018), DocuSign was not being used as an electronic method of signing timesheets
and delivering them to USF OCEP. Another student cited the possibility of implementing
workshops throughout the semester to benefit the CBFWS students and foster partnerships
between USF and the UACDC. Another student felt that the workload assigned to them was a
“little light” but that they used the extra time for homework. Therefore, a greater intention
behind the work assigned could be warranted. Thus, the major themes for this question were: (a)
great/good experience, (b) improved communication from USF, (c) workshops for students at
placement, (d) better system for timesheet submissions, and (e) greater intent in assigned work
tasks and projects.
Willingness to Return to CBFWS. The fifth question of the exit interview asked:
“Would you be willing to work here again in thefFall if funding is available?” This question was
asked because at the time of the CBFWS program (e.g., spring semester of 2018), it was unclear
if the program would be able to move forward. Eighty percent of male students responded with
“Yes,” while twenty percent (one student) responded, “Yes, if circumstances allow.” This
particular male student was looking at internships in environmental science and policy. Thus, the
major themes for this question were: (a) yes, male students were interested in working again in
the fall 2018 semester, and (b) yes, if circumstances allow.
Quote that Summarizes CBFWS Experiences. The sixth question of the exit interview
asked: “Could you give me a 2 -3 sentence quote on your experience that could be shared with
others?” This question was asked for marketing purposes but also to share with my supervisor to
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show the impact, from the participants’ perspective, that the CBFWS experience had on them.
Eighty percent commented on the people, specifically with their coworkers, and how that added
to their experience. For example, one participant said his community placement taught him that
“your coworkers can be a family.” Other said they worked with “wonderful people,”
“exceptional people,” or “really strong people.” Sixty percent of responses had an element of
professionalism. For example, “learning how to operate in a workplace” and “helped me grow
not only as a student, but as a person” gave credence to the NACE career competency of
“Professionalism/Work Ethic.” Forty percent commented that the CBFWS experience was “very
influential on my goals,” and “helped me to achieve my career goals,” which were related the
NACE competency of “Career Management.” One student responded that “it helped me step out
of my comfort zone and helped me stay culturally aware,” which would be related to the
“Global/Intercultural Fluency” NACE competency. Lastly, another student commented that he
was able to “learn new skills while being challenged here [community placement] every day.”
This could relate to the NACE competency of “Critical Thinking/Problem Solving.” Thus, the
major themes for this question were: (a) working with the people/staff/colleagues at the
community organization (related to the NACE career competency of “Teamwork/
Collaboration),” (b) “Professionalism/Work Ethic” (NACE), (c) “Career Management” (NACE),
(d) “Global/Intercultural Fluency” (NACE), and (e) “Critical Thinking/Problem Solving”
(NACE).
Questions for OCEP. The seventh and last question of the exit interview asked: “Do you
have any questions for us [OCEP]?” One hundred percent of the male students responded with
“No.” The additional notes section after the last question was a space where I could write down
anything else that may have occurred and come to my attention during the exit interviews. In the
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additional notes section, forty percent were “N/A,” forty percent were making note of the
student’s major (e.g., Environmental Science and Policy, and Biomedical Sciences), twenty
percent noted that the student had time to do homework, and lastly, twenty percent noted that
who the student worked with specifically at their community placement. For a complete listing
of questions and coding of responses that pertain to this exit interview from April-May 2018, see
Table 5.
Table 5. CBFWS Exit Interviews of Male Student Responses (April-May 2018).
Exit Interview Question
What did you most enjoy
and find rewarding about
your experience this
semester?

Skills gained?

What did you find most
challenging?

How could I and/or the
UACDC staff make
improvements for the
future?
Would you be willing to
work here again in the
fall if funding is
available?
Could you give me a 2 -3
sentence quote on your
experience that could be
shared with others?

Do you have any
questions for us?

Findings and Themes Among 5 Male Students
• Working with the people/staff/colleagues at the
organization = 3
• Specific projects and tasks cited = 2
• Gaining professional experience = 1
• Seeing people who were impacted by community
placement = 1
• Communication = 4
• Learned to use video animation software = 1
• Professionalism = 2
• Learning New Work Tasks/Projects = 3
• The Work Pace of the Community Site = 2
• Time Management = 2
• Career Management = 1
• New Skill Development = 1
• Great experience = 2
• Weekly check-ins/improved communication = 2
• Better system for timesheet submissions = 1
• Greater intention in work-tasks assigned = 1
• Workshops = 1
• Yes = 4
• Yes, if personal circumstances allow = 1
• Working with the people/staff/colleagues at the
organization = 4
• Professionalism/Work Ethic = 3
• Career Management = 2
• Critical Thinking/Problem Solving = 1
• Global/Intercultural Fluency = 1
• N/A = 5
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Male Student Responses from USF CBFWS Exit Interviews: Conducted April-May 2020
Introduction. The exit interviews from the end of the spring 2020 semester yielded
responses from seven male students in the Community-Based Federal Work-Study (CBFWS)
Program. There were seven male students out of the total 22 students who participated in the exit
interviews for the 2019-2020 academic year. This was the first attempt of the Office of
Community Engagement and Partnerships (OCEP) at conducting a large scale of qualitative
interviews to collect information from students in the CBFWS program at the University of
South Florida (USF) Tampa campus. There were nine open-ended questions asked of
participants as well as seven demographic questions.
I conducted these exit interviews in late April through early May 2020. Questions on the
exit interview questionnaire included seven demographic questions: (1) What is your class
standing? (Freshman | Sophomore | Junior | Senior), (2) What is your major?, (3) Are you a first
generation student? (Yes or No), (4) What race/ethnicity do you identify with? (American Indian
| Asian | Black | Hispanic Ethnicity | Native Hawaiian or Other Pacific Islander | Two or More
Race | White | Prefer Not To Answer), (5) What gender preference do you identify with? (Male |
Female | Prefer Not To Answer), (6) Do you live on campus or commute? Live on Campus or
Commute, and (7) Are you a transfer student? (Yes or No). The interview included the following
contextual questions: (8) What made you want to attend USF?, (9) What student services at USF
do you utilize?, (10) What prompted you to join the CBFWS program?, (11) Have you
previously worked on campus? (If yes, how does this position differ?), (12) How has the
CBFWS program enriched your experience as a student at USF?, (13) How has this experience
[CBFWS] improved your academic performance?, (14) How has this experience [CBFWS]
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prepared you for your career and/or graduate/professional school?, (15) Please speak to your
relationship with your community placement, and (16) Additional comments and insights?
These students were placed at various community agencies in the Tampa area. This
second exit interview of the CBFWS program from USF OCEP gave deeper insights into the
experience of male students in this program than the first exit interview from April-May 2018.
However, it is important to note that in March 2020 the COVID-19 pandemic prompted remote
work. On March 23, 2020, students at USF in Federal Work-Study (FWS) programs, including
CBFWS, were instructed by the Office of Financial Aid to stop working immediately due to the
pandemic. Students resumed FWS employment in the summer of 2020 remotely. These male
students came from a variety of class standing status and majors. The majority of them (71.4%)
were first-generation college students and African American. Communication, coursework
related to the CBFWS position, developing professional experience, and working in a positive
atmosphere were all highlights of the findings from this exit interview.
Findings from USF CBFWS Exit Interviews: Conducted April-May 2020
Demographic Information from Male Students. The first seven demographic questions
of the exit interview were collected via a Qualtrics survey, as noted above. Twenty-two students
responded, and seven (31.8%) of them identified as male. The following demographic
information and responses pertain only to these male students. Just over forty two percent of
male students were sophomores, while freshmen and juniors each made up 28.5 percent. There
was one senior (14.2%).
These seven male students (31.8% of total student respondents) had a wide range of
majors: accounting (minor in entrepreneurship), business analytics (concentration in
cybersecurity), computer science, finance (concentration in asset management), health sciences

89

(concentration in biological/Social and behavioral Science), marketing, and pre-marketing
(concentration in sports management). Each of the male students had a different major except for
two students each pursuing a major in marketing and pre-marketing. Most male students were
first-generation (71.4%); two were not first-generation college students (28.5%). Most male
students identified as African American (71.4%) while the remaining identified as Hispanic
(14.2%) and White (14.2%). Just over half of the students lived on-campus at the time of this exit
interview (57.1%), while the remaining commuted to campus (42.8%). None of the male
students interviewed were transfer students—100 percent of them answered “No” to having been
a transfer student.
Reasons to Attend USF. The next two questions were marked under the subheading,
“Contextual Questions.” The eighth question of the exit interview asked: “What made you want
to attend USF?” Over seventy percent of the male students responded that they were attracted to
specific academic programs. Approximately fifty-seven percent responded that they were
attracted to the proximity of USF to their home. Just over fourteen percent of male students
responded that they were attracted to living in Tampa, entrance into USF was a goal, family in
Tampa, USF as a diverse institution, USF as a preeminent university, and the influence of friends
and family. Thus, the major themes for this question were: (a) attraction of academic programs
[at USF], (b) location of USF to home, (c) attraction of Tampa, (d) entrance into USF was a goal,
(e) family in Tampa, (f) USF as a diverse institution, (g) USF as a preeminent university, and (h)
influenced by friends and family.
Student Services Utilized at USF. The ninth question of this exit interview asked:
“What student services at USF do you utilize?” The student services which received the most use
was Career Services (42.8%), followed by the Academic Success Center (28.5%), Bull Runner,
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the university transit bus system (28.5%), the Recreation Center (28.5%), and Student Health
Services (28.5%). The remaining services cited each received 14.2% (one student response):
Center for Student Involvement, Collier Success Center in the MUMA College of Business (i.e.,
a career services center for business majors), Counseling Services, Feed-A-Bull (i.e., an oncampus food pantry for university students), Office of Community Engagement & Partnerships,
On-Campus Events, Student Organizations, Student Support Services (SSS), The Wellness
Center, The Writing Studio, and the USF Bowling Team. Thus, the major themes that arose were
the utilization of: (a) Career Services, (b) Academic Success Center, (c) Bull Runner (university
transit bus system), (d) Recreation Center, and (e) Student Health Services.
Motivations to Join CBFWS Program. The next series of question were specifically
related to CBFWS. The tenth question of the exit interview asked: “What prompted you to join
the CBFWS program?” Themes such as “Attraction of Community Aspect” and “Job Posting
Seemed Interesting” each garnered 28.5%. There were eight additional reasons that male
students cited: “convinced by community partner to join,” “desired a job that helped people,”
“enjoyed working with youth,” “had relatable experience,” “met community partner at a job
fair,” “needed a job,” “opportunity for real-world experience,” and “proximity to the community
partner.” Each of these eight reasons each received 14.2% (one student response). Thus, there
may be more than one reason as to why the male student joined the CBFWS program.
Previous Experience Working On-Campus and How It Differs from CBFWS. The
eleventh question of the exit interview asked: “Have you previously worked on campus? If yes,
how does this position differ?” The majority of male students (71.4%) responded “No” to this
question—they had not worked on-campus previously. However, two students (28.5%)
responded “Yes” and that they had worked on-campus before. One male student (14.2%) had
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worked at the bookstore on-campus previously. Whereas he “just helped people find things” in
the bookstore, with his CBFWS position he noted that had got to “work with kids and be more
artistic and creative.” The other male student (14.2%) who had worked on-campus previously
had worked in the Resource Management and Development department of the university. He
worked as a fiscal assistant in the department where “you were doing the same kinds of
procedures and processes every day.” However, at his community placement in the CBFWS
program, “every week it was something different” and he had the opportunity to build
relationships with the staff at the community placement that he said “will last in the long term—
that’s the biggest thing right there. That I was able to establish a meaningful relationship with my
supervisor.”
Enriching Experiences in CBFWS. The twelfth question of the exit interview inquired:
“How has the CBFWS program enriched your experience as a student at USF?” Communication
skills, the opportunity to learn about the local community, mentorship, and responsibility were
among the most cited aspects by male participants in their responses. For example, students said
this experience taught them a lot about “disciple,” “self-reliance,” and “improved
communication skills.” It presented students with an opportunity to work with “more people that
I could learn from,” in one student’s words. Critical thinking skills, leadership skills, and social
skills were also cited by participants (14.2%, one student response each). One student said it
helped him “to be more social.” One student (14.2%) said that “It [CBFWS program] showed me
how much impact I could have at such a young age, how much impact I could have on the
community outside of USF.” Another student (14.2%) noted that it put him in the “real-world”
and allowed him to work with not just students, but “professionals” as well. Time management
was also cited by one student (14.2%) and how it contributed to a heathier work-life balance.
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Thus, the major themes for the response to this question were: (a) communication skills, (b)
learned about the local community, (c) mentorship, and (d) responsibility.
Relation Between CBFWS and Academic Performance. The thirteenth question asked:
“How has this experience [CBFWS] improved your academic performance?” Over forty percent
(42.8%) of male students cited the relationship of their coursework to their CBFWS position,
meaning that students learned material that they could use in their CBFWS position, or vice
versa. Communication skills was cited by students (28.5%). For example, students reported that
they built stronger communication skills and learned how to communicate to “higher up’s” in the
community placement. Similar to communication skills, writing skills were also cited. One
student said “it made my writing skills better,” and another said “it helped once I started writing
the weekly reports.” Time management was also cited among students (28.5%), as one student
said it (CBFWS position) “helped provide structure.” Another student (14.2%) said his on-site
supervisor was “very supportive” and “would give suggestions for classes to take at USF,” thus,
this was categorized as the theme of “mentorship.” Lastly, a student (14.2%) said that the
experience reinforced accountability for academic performance such as building a sense of
“responsibility.” Thus, the major themes for this question were: (a) coursework related to
CBFWS position, (b) communication skills, (c) time management, (d) writing skills, (e)
mentorship, (f) responsibility, and (g) no change/impact—meaning that the male student could
not cite any example of an impact between CBFWS and academic performance.
CBFWS and its Relation to Career and Graduate/Professional School Preparation.
The fourteenth question of the exit interview inquired: “How has this experience [CBFWS]
prepared you for your career and/or graduate/professional school?” Almost half of the male
students (42.8%) responded positively to the “professional experience” that the CBFWS program
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provided. One student referred to CBFWS as a “hands-on training,” while others commented that
it allowed them to see “how an organizations functions,” and to gain insights of how a business
operates. Participants (28.5%) commented on how the CBFWS experience improved their
“social skills.” One student (14.2%) commented on how his on-site supervisor at his CBFWS
placement mentored him on his career management. He was an accounting major but after
talking with his on-site supervisor at his placement, he decided that sport management was a
better fit. He commented that discussion was “actually really big for me.” Another student
(14.2%) cited the opportunity of “networking” and said it [the CBFWS experience] “connected
[me] with other opportunities” and was able to “build connections” while he improved his
“networking and people I know now as a result of working in the CBFWS program.” From
working youth in afterschool settings, the CBFWS experience taught another student (14.2%)
“patience.” Lastly, this CBFWS program facilitated the use of “software skills” that improved
the comfortability with software such as Excel. Thus, the major themes for this question were:
(a) professional experience, (b) social skills, (c) career management via mentorship, (d)
networking, (e) patience, and (f) software skills.
Relation Between Male Student and CBFWS Placement. The fifteenth question asked
participants to: “Please speak to your relationship with your community placement. There were
several responses (71.4%) that were categorized under the theme of “Positive Atmosphere/
Experience.” Similarly, there were additional comments (42.8%) that were affirmative of the
community placement being a “Family Atmosphere.” Over half of the male students (57.1%)
cited the relationship with their community placement as “supportive.” Lastly, two male students
(28.5%) responded with statements that referred to their community placement as a place of
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“Mentorship.” Thus, the major themes for the response to this question were: (a) positive
atmosphere/experience, (b) supportive, (c) family atmosphere, and (d) mentorship.
Additional Comments and Insights from Male Students in CBFWS. Lastly, the
sixteenth and final question asked students if they had: “Additional comments and insights?”
Two (28.5%) of the seven male students declined to comment further. Three of the male students
(42.8%) stated how they were “satisfied with their community placement.” These male students
commented that their community placement was a “great place” and were “very excited” to
return there in the upcoming academic year. Another male student said he “loved working both
with OCEP” and his community placement. Another male student (14.2%) said that thought the
CBFWS experience for this year was a “really good experience” and cited his experience of
working with younger kids in his placement. Another male student (14.2%) said he built valuable
relationships with his co-workers, particularly with his fellow CBFWS students. “Just talking
about things students go through [e.g., financial resources],” one male student indicated, helped
him to build relationships with other CBFWS students at his placement. Thus, the major themes
for this question were: (a) satisfied with their community placement, (b) N/A [no response], (c)
built valuable relationships with co-workers (specifically with fellow CBFWS students), and (d)
had a good experience. For a complete listing of questions and coding of responses that pertain
to this exit interview from April-May 2020, see Table 6.
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Table 6. CBFWS Exit Interviews of Male Student Responses (April-May 2020).
Exit Interview
Question
What is your class
standing?

What is your major?

Are you a firstgeneration student?
What race/ethnicity do
you identify with?
What gender
preference do you
identify with? (Male |
Female | Prefer Not To
Answer)
Do you live on campus
or commute?
Are you a transfer
student?
What made you want to
attend USF?

Findings and Themes Among 7 Male Students
• Freshman = 1
• Sophomore = 3
• Junior = 2
• Senior = 1
• Accounting (minor in Entrepreneurship) = 1
• Business Analytics (concentration in Cybersecurity) = 1
• Computer Science = 1
• Finance (concentration in Asset Management) = 1
• Health Sciences (concentration in Biological/Social and
Behavioral Science) = 1
• Marketing = 1
• Pre-Marketing (Concentration in Sports Management) = 1
• No = 2
• Yes = 5
• African American = 5
• Hispanic = 1
• White = 1
• Male = 7
• Female = 15

• Commute = 3
• Live on campus = 4
• No = 7
• Yes = 0
• Attraction of Academic Programs = 5
• Location of USF to Home = 4
• Attraction of Tampa = 1
• Entrance into USF was a Goal = 1
• Family in Tampa = 1
• Influenced by Friends/Family = 1
• USF as a Diverse Institution = 1
• USF as a Preeminent University = 1
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Table 6. (Continued)
What student services
at USF do you utilize?

What prompted you to
join the CBFWS
program?

Have you previously
worked on campus? (If
yes, how does this
position differ?)

• Career Services = 3
• Academic Success Center = 2
• Bull Runner = 2
• Recreation Center = 2
• Student Health Services = 2
• Center for Student Involvement = 1
• Collier Success Center (MUMA) = 1
• Counseling Services = 1
• Feed-A-Bull = 1
• Office of Community Engagement & Partnerships = 1
• On-Campus Events = 1
• Student Organizations = 1
• Student Support Services (SSS) = 1
• The Wellness Center = 1
• The Writing Studio = 1
• USF Bowling Team = 1
• Attraction of Community Aspect = 2
• Job Posting Seemed Interesting = 2
• Convinced By Community Partner to Join = 1
• Desired a Job That Helped People = 1
• Enjoyed Working with Youth = 1
• Had Relatable Experience = 1
• Met Community Partner at a Job Fair =1
• Needed a Job = 1
• Opportunity for Real-World Experience = 1
• Proximity to the Community Partner = 1
• No = 5
• Previous Position: USF’s Bookstore/Customer Service
Experience/In Community Placement, students got to work with
youth, and be more artistic and creative/helped with classes = 1
• Previous Position: Doing Same Procedures/Processes Every Day in
USF’s RMD as a fiscal assistant / With community placement it was
always something different (e.g, working with kids, or projects for
organization) / The relationship that was built with community
partner will last in the long term—able to establish meaningful
relationship with supervisor at community placement = 1
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Table 6. (Continued)
• Communication Skills = 2
• Learned about the Local Community = 2
• Mentorship = 2
• Responsibility = 2
• Critical Thinking Skills = 1
• Impact on the Local Community = 1
• Leadership Skills = 1
• Real-World Experience = 1
• Social Skills = 1
• Time Management = 1
• Work with Professionals = 1
How has this
• Coursework Related to Job = 3
experience [CBFWS]
• Communication Skills = 2
improved your
• Time Management = 2
academic performance? • Writing Skills = 2
• Mentorship = 1
• Responsibility = 1
• No change/impact = 1
How has this
• Professional Experience = 3
experience [CBFWS]
• Social Skills = 2
prepared you for your
• Career Management via Mentorship = 1
career and/or
• Networking = 1
graduate/professional
• Patience = 1
school?
• Software Skills = 1
Please speak to your
• Positive Atmosphere/Experience = 5
relationship with your
• Supportive = 4
community placement. • Family Atmosphere = 3
• Mentorship = 2
Additional comments
• Satisfied with Their Community Placement = 3
and insights?
• N/A = 2
• Built Valuable Relationship with Co-workers (specifically with
fellow FWS students) = 1
• Good Experience = 1
How has the CBFWS
program enriched your
experience as a student
at USF?

Male Student Responses from USF CBFWS Exit Interviews: Conducted April-May 2021
Introduction. The exit interviews from the end of the spring 2021 semester yielded
responses from six male students in the Community-Based Federal Work Study (CBFWS)
Program. There were six male students out of the total 27 students who participated in the exit
interviews for the 2020-2021 academic year. Of this total of 27 students who participated in
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these exit interviews, 21 (77.7%) students identified as female, and six (22.2%) students
identified as male. As of the spring 2022 semester, this was the largest number of students who
had participated in these exit interviews conducted by the Office of Community Engagement and
Partnerships (OCEP) at the University of South Florida (Tampa campus). In total there were
fourteen questions with seven demographic questions and seven open-ended intended to elicit
detailed reflection from students.
I conducted these exit interviews in late April through early May 2021. Questions on the
exit interview questionnaire included: (1) What is your class standing? (Freshman | Sophomore |
Junior | Senior), (2) What is your major?, (3) Are you a first generation student? (Yes or No), (4)
What race/ethnicity do you identify with? (American Indian | Asian | Black | Hispanic Ethnicity |
Native Hawaiian or Other Pacific Islander | Two or More Race | White | Prefer Not To Answer),
(5) What gender preference do you identify with? (Male | Female | Prefer Not To Answer), (6)
Do you live on campus or commute? (Live on Campus or Commute), (7) Are you a transfer
student? (Yes or No), (8) How has your 2020-2021 year been?, (9) During the last year with the
COVID-19 pandemic, are there USF Services you found useful?, (10) What was it like working
with your community placement this year?, (11) How has this experience [CBFWS] affected
your academic performance?, (12) How has this experience [CBFWS) affected your career
readiness?, (13) Are there other ways the CBFWS experience has been meaningful to you?, and
(14) Any additional comments and insights?
While these students were placed at various community agencies in the Tampa area,
COVID-19 still had its impact on whether positions were in-person, remote, or hybrid. This
largely depended upon the community partner and their policies at the time. This third exit
interview of the CBFWS program at UFS OCEP built upon the previous insights of male student
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experiences in CBFWS. These male students were mostly juniors at the time of the exit interview
(66.7%) with majors related to computer science and business. Most of them (66.7%) were
African American and 50% were first-generation college students. Communication, critical
thinking/problem solving, supportive relationships with staff members, and adjustment to
working remotely were all highlights of the findings from this exit interview.
Findings from USF CBFWS Exit Interviews: Conducted April-May 2021
Demographic Information from Male Students. The first seven demographic questions
of the exit interview were collected via a Qualtrics survey. All of the total number of students
including male and female students, 27, six (22.2%) of them identified as male. The following
demographic information and responses from the exit interview will pertain only to these male
students. Just over sixty five percent of male students were juniors (66.6%), while freshmen and
seniors each made up 16.6%. There were no male students who participated in this exit interview
who identified as freshmen. The male students had the following majors: business analytics and
information systems, computer science, finance, health sciences, and marketing. Each of the six
male students had a different major except for the health sciences, which two male students had
this same major. Fifty percent of the male students were first-generation college students. Most
of these male students identified as African American (66.7%) while the remaining identified as
Hispanic (16.7%) and Hispanic/White (16.7%). One hundred percent of the male students said
they commuted to campus. None of the male students interviewed were transfer students—100
percent of them answered “No” to having been a transfer student.
2020-2021 Experience at USF. The next seven question were the open-ended and
intended to grasp an understanding of the student’s experience in CBFWS for that academic year
of 2020-2021. The eighth question of the exit interview asked: “How has your 2020-2021 year
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been?” Many students commented that it had been an adjustment with remote classes and work
(33.3%), while others reinforced the challenges of the year due to the transition of online
courses/work (33.3%). One student (16.6 %) said that he enjoyed online learning and that it
allowed for him to “work at a self-paced” speed. Another student noted that online learning was
“different” and that he hoped it would be “better next year when we are back in person.” The
major themes this question were: (a) adjustment with remote classes/work, (b) different
experiences with remote classes/work, (c) challenging year due to transition online courses/work,
and (d) enjoyed online learning.
USF Services Utilized by CBFWS Male Students During COVID-19. The ninth
question of this exit interviewed asked: “During the last year with the COVID-19 pandemic, are
there USF Services you found useful?” Several of the services named (66.4%) were
academically focused, such as: academic advising (16.6%), USF library (16.6%), office hours
with professors (16.6%), and tutoring support (16.6%). These services were a mixture of both inperson and online support. One student (16.6%) noted that the “engineering department has
always had a tutor center, but with things online more, I believe more students access the center
online and students take more advantage of them.” Other services centered around health
included the health clinic (16.6%) and the recreation center (16.6%). One student (16.6%) noted
the Office of Community Engagement and Partnerships (OCEP) as a service he used, and
another noted the Office of Financial Aid (16.6%). One student (16.6%) could not name any
examples of services on campus he used because the pandemic caused him to not be on campus.
Thus, the major themes for this question were: academic advising, health clinic, library, OCEP,
office hours with professors, office of financial aid, recreation center, and tutoring support.
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Working Relationship with CBFWS Placement. The tenth question of this exit
interviewed asked: “What was it like working with your community placement this year?” Two
thirds of participants (66.6%) indicated that it was a positive experience. One student noted
because his community placement was a smaller organization he was “in more of a position to
expand their horizons and have an impact.” Half of the male students (50%) noted that there
were great people to work with in their CBFWS placement. One student commented that his
community placement had “really down to earth people, they really care.” Two students (33.3%)
noted that they were given flexibility to work on multiple projects. One student (16.6%) noted
that their community placement was amazing and that they “give you the tools to succeed. They
gradually give you more work to do, they didn't overwhelm [me] at the beginning of the job.”
The overall themes of this question were: (a) able to work independently, (b) able to earn
certification through google, (c) given flexibility to work on multiple projects, (d) positive
experience, (e) different experience [than before], (f) put in charge of navigating the data on a
study, (g) qualitative research, (h) quantitative projects, (i) organization is amazing, (j) great
people to work with, (l) tutored middle school through high school students, mostly algebra
ii/algebra, and geometry / reading/literacy, and (m) worked with the kids online.
CBFWS Effect on Academic Performance. The eleventh question of this exit
interviewed asked: “How has this experience [CBFWS] affected your academic performance?”
Participants were asked to answer with “positive, negative, and neutral” and then to provide
feedback as to why they selected that answer. Fifty percent of the male students believed it was
“positive” and fifty percent cited it as “neutral” in how CBFWS affected their academic
performance. One student (16.6%) noted that he didn’t think CBFWS had a “direct effect
necessarily” on his academic performance; however, this same student said, “some of my school
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projects helped me to do the work at the placement and vice versa.” Another student who
claimed it had been “positive,” that hat it had “motivated [me], so that passion is leaking into my
academics.” This same student noted that he was “grateful for this [CBFWS] program” and that
it motivated him to “give back that energy that you all are putting out.”
CBFWS Effect on Career Readiness. The twelfth question of this exit interviewed
asked: “How has this experience [CBFWS) affected your career readiness?” Participants were
asked to review the list of NACE (National Association of Colleges and Employers) career
competencies and select those competencies were they believed were part of the CBFWS
experience for that 2020-2021 academic year. Over eighty percent of male students (83.3%)
cited “Oral/Written Communications.” Many of these students noted that COVID-19 had
enabled them to work remotely and build “better communication skills.” One student noted he
“really appreciate[d] that the FWS position gave me the experience to develop these skills
further.” Four of the six male students (66.6%) noted “Career Management” and “Critical
Thinking/Problem Solving.” For example, one student said that when working remotely he
couldn’t just walk into his on-supervisor’s office and “get an answer” and that forced him to
think critically. “Digital Technology” was cited by half (50%) of the students largely because
“everything is virtual now.” “Leadership,” “Professionalism/Work Ethic,” and
“Teamwork/Collaboration” were each cited by 33.3% of students. “Global/Intercultural Fluency”
was only cited by one male student (16.6%). Lastly, one student (16.6%) commented that “all of
the [NACE career] competences are really important and really apply to this program.”
Additional CBFWS Experiences Meaningful to Male Students. The thirteenth
question asked: “Are there other ways the CBFWS experience has been meaningful to you?” A
third of participants (33.3%) elaborated on their gratitude for the CBFWS program. One student
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commented he wanted to come into work and “give 100%. You genuinely care the students and
want us to do well. I kind of wish I would have found this program sooner. [I’m] just grateful for
this program.” Another student (16.6%) insisted he made long-term friends and mentors at his
CBFWS placement, “I have mentors that I still communicate with…that has been a great thing
about the experience.” The overall themes of this question were: (a) career readiness/preparation,
(b) gave student more confidence in work environment, (c) unique experience, (d) beneficial
experience, (e) CBFWS experience has helped to adjust working virtually, (f) made long term
friends and mentors, (g) genuine care for CBFWS students, (h) grateful for CBFWS program,
and (i) having consistency with CBFWS.
Additional Comments and Insights from Male Students in CBFWS. The final
question of the exit interview asked: “Any additional comments and insights?” Male students
expressed their appreciation for the CBFWS program and the Office of Community Engagement
and Partnerships (OCEP). For example, one student noted that “I feel it [CBFWS program] has
taught me a lot that I wouldn't have experienced/learned otherwise.” Another student said that “a
lot more students should know about” the CBFWS program and that it “should be broadcasted
throughout the campus.” This same student went on to say, “I think a lot of students could
benefit from it. The way it has helped me, I want someone else to feel that same way.” The major
themes for this question were: (a) [To OCEP] incorporate mentorships into CBFWS, (b) CBFWS
was a helpful experience, (c) appreciate the CBFWS program, (d) appreciate OCEP, (e)
appreciate the partner, (f) real-world experience, and (g) more students could/should benefit from
CBFWS program. For a complete listing of questions and coding of responses that pertain to this
exit interview from April-May 2021, see Table 7.
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Table 7. CBFWS Exit Interviews of Male Student Responses (April-May 2021).
Exit Interview
Question
What is your class
standing?
What is your major?

Are you a firstgeneration student?
What race/ethnicity do
you identify with?
What gender
preference do you
identify with?
Do you live on
campus or commute?
Are you a transfer
student?
How has your 20202021 year been?

During the last year
with the COVID-19
pandemic, are there
USF Services you
found useful?

Findings and Themes Among 6 Male Students
• Sophomore = 1
• Junior = 4
• Senior = 1
• Business Analytics and Information Systems (BAIS) = 1
• Computer Science = 1
• Finance = 1
• Health Science = 2
• Marketing = 1
• No = 3
• Yes = 3
• African American = 4
• Hispanic = 1
• Hispanic/White = 1
• Female = 21
• Male = 6
• Commute = 6
• No = 6
• Adjustment with remote classes/work = 2
• Different with remote classes/work = 1
• Enjoyed online learning = 1
• Challenging year due to transition online courses/work = 2
• Academic Advising = 1
• Health Clinic = 1
• Library = 1
• N/A = 1
• OCEP = 1
• Office Hours with Professors = 1
• Office of Financial Aid = 1
• Recreation Center = 1
• Tutoring Support = 1
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Table 7. (Continued)
What was it like
working with your
community placement
this year?

How has this
experience [CBFWS]
affected your
academic
performance?
How has this
experience [CBFWS)
affected your career
readiness?

Are there other ways
the CBFWS
experience has been
meaningful to you?

Any additional
comments and
insights?

• Positive experience = 4
• Given flexibility to work on multiple projects = 2
• Able to work independently = 1
• Able to earn certification through Google = 1
• Different experience [than before] = 1
• Put in charge of navigating the data on a study = 1
• Qualitative research = 1
• Quantitative projects = 1
• Organization is amazing = 1
• Great people to work with = 3
Tutored middle school through high school students, mostly Algebra
II/Algebra, and geometry / reading/literacy = 1
• Working with the kids online = 1
• Neutral = 3
• Positive = 3

• Career Management – 4
• Critical Thinking/Problem Solving – 4
• Digital Technology – 3
• Global/Intercultural Fluency – 1
• Leadership – 2
• Oral/Written Communications – 5
• Professionalism/Work Ethic – 2
• Teamwork/Collaboration – 2
• Career readiness/preparation = 1
• Gave student more confidence in work environment= 1
• Unique experience = 1
• Beneficial experience = 1
• CBFWS experience has helped to adjust working virtually = 1
• Made long term friends and mentors = 1
• Genuine care for CBFWS students = 1
• Grateful for CBFWS program = 2
• Having consistency with CBFWS = 1
• [To OCEP] Incorporate mentorships into CBFWS = 1
• CBFWS was a helpful experience = 1
• Appreciate the CBFWS program = 2
• Appreciate OCEP = 2
• Appreciate the partner = 1
• Real-world experience = 1
• More students could/should benefit from CBFWS Program = 1
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Interviews
Introduction to Interviews Conducted in Fall 2021. Interviews were conducted in late
2021. Six male students from the CBFWS program were invited to participate in two rounds of
individual interviews via Microsoft Teams and five agreed to participate in the study. Male
students with the longest duration in the CBFWS program were given priority over those who
recently joined CBFWS. Interviews were transcribed by Microsoft Word; this enhanced the
accuracy of the interviewees’ responses which were drafted into narratives for each participant.
The first round of interviews asked 31 questions related to participants’ CBFWS experience and
its relation to academics, career readiness, and social support. The second round of interviews
asked follow-up and clarification questions to ensure the data collected from the first interview
was accurate, as well as questions that did not occur to me during the construction of the first
interview.
The following narratives were constructed from five male student participants who were
interviewed twice in the 2021-2022 academic year (see Table 8 for a summary of the
participants). The interviews took place between October 27, 2021 – December 21, 2021. After
each interview, I recorded my initial thoughts as well as a detailed account of what the
participant said. The narratives were developed directly from the responses of the male student
participants from both rounds of interviews. Exact quotations are used to share their narratives.
Prior to the first interview, participants completed a “Participant Demographic Questionnaire”
via Qualtrics. Participants created their own pseudonyms; the first names of these are used in the
narratives below. All participants identified as cisgender males (see Table 8 for additional
demographic information). Major findings of the interviews include the opportunity to build
communication skills, build relationships with staff members, increase knowledge of the local
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community, and network with other professionals. Table 9 highlights the percentage of NACE
Career Competencies cited by male students from the interviews. The narratives are presented in
the order below in which the interviews occurred.
Table 8. Demographics of Male Student Participants in Interviews Conducted in Fall 2021.
Participant Demographic
Questionnaire Question
First and Last Name
Please create a pseudonym for
yourself (this name you create
will be used in this study)

Age

Class Standing
Gender: Do you identify as
male?
If yes, do you identify as a
cisgender male?
Cisgender is used to refer to
people whose sex assigned at
birth is aligned with their
gender identity (Green, 2006;
Serano, 2006 as cited in APA,
2018).
Race

Responses and Themes Among 5 Male Students
• Real Names Kept Confidential
• AJ
• James
• Joe
• Pablo
• Wilbur
• 20 = 1
• 21 = 1
• 22 = 3
• Junior = 1
• Senior = 4
• Yes = 5
• Yes = 5

• African American = 4
• Hispanic Ethnicity = 1
Are you the first in your family • Yes = 3
to attend college?
• No = 2
What is your major?
• Accounting = 1
• Business Analytics and Information Systems.
Cybersecurity Concentration = 1
• Computer Science = 1
• Health Sciences =1
• Marketing = 1
What is your minor?
• Entrepreneurship = 1
• Psychology = 1
• N/A = 3
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Table 8. (Continued)
What is your anticipated
graduation date?
What are your current career
goals?

• May 2023 = 1
• May 2022 = 4
• Counselor/Behavioral Tech = 1 (20%)
• Cybersecurity Analyst = 1 (20%)
• Full time position after graduation = 1 (20%)
• Obtain a job right after graduation and work on side hustle
=1
• Youth Education & Auditing (Accounting) = 1

Pablo – Of the Community and In the Community. Pablo was a 22-year-old senior at
USF with a major in Business Analytics and Information Systems with a concentration in
Cybersecurity. He anticipated to graduate in May 2022 from USF and had a career goal of being
a cybersecurity analyst. He identified as a Hispanic, cisgender male and as a first-generation
college student. Pablo was in the CBFWS program from August 2018 through October 2021. His
community placement was two-fold. Beginning in August 2018, Pablo was with a community
development organization focused on the redevelopment and sustainability of the neighborhoods
surrounding the USF Tampa campus. In the fall of 2020, Pablo was placed with a nonprofit that
focused on improving reading skills with 1st-3rd grade students in a virtually setting. This second
placement was done because of the difficulty of the community development organization to
work with work-study students in a remote setting.
Pablo stated that he always had the goal to attend USF, since it was the first university he
ever saw in his life and represented a special place for him. He was from the same neighborhood
that the community organization he was placed with was located in. This was a unique aspect of
Pablo's work in this program. Many students from the university come from different parts of the
state, country, and the world. Thus, to have a local Tampa student in our program support the
same community that our partner did was quite remarkable. None of the other male students
interviewed could have said, as Pablo did, “the impact of helping my community [was what
109

came to mind when asked to think about the CBFWS experience] just because where I was
placed in it was very close or it was actually in my community.” Since my involvement in
Community-Based Federal Work-Study (CBFWS) at USF since January 2018, it is difficult to
recall when such an incident happened where a student came from the same community and
worked with one of our community agencies and supported the same community that he was
from.
Pablo stressed the importance of being involved locally when he saw a new park open by
his CBFWS placement and witnessed community members come together. He said that through
this CBFWS experience he was able to see the work done behind the scenes and how it
facilitated community connections and had an impact on the local community. Pablo stated, “in
that moment it was something where you saw the community come together, really interact with
each other very well and you can see that the work that you're doing behind the scenes actually
makes an impact.” Pablo was able to see how his work with the organization had a tangible
impact on his local community. Pablo stated that:
“the biggest, meaningful thing to me was always kind of like the relationships that you
built there and knowing that building those relationships that you built, everybody had
the best intention to help—help me and help me grow as a professional.”
Pablo's idea of “academics” was attending classes, completing assignments, and “trying
to get good grades [and to] graduate” from the university. Pablo started initially with a major in
public health, however, he switched majors when he began experiencing academic challenges in
a few of his public health classes, specifically autonomy and physiology. He stated that his
experience in CBFWS encouraged him to look at other majors. He ultimately chose business
analytics and information systems with a cybersecurity concentration because he had similar
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experience from his work study position in that area. When this change in major happened, his
work-study placement began to give him more relevant tasks which would support him in his
academic path. “Even then once I switched over to a different major that dealt more from the
technical side, they [community agency/placement] gave me work, more technical work, more
data to work with that kind of helped me with my major [business analytics/informational
systems with a concentration in cybersecurity],” Pablo said.
Pablo believed the CBFWS program had a “positive effect” on his academic
performance, namely because it “really helped me have better time management skills.” He also
believed that the work-study experience motivated him to be more organized throughout his
college career. Pablo stated he did a lot of work with data-driven projects which were not
directly related to his field of study with cybersecurity but were “relatively close and it did help
me a lot [but] it wasn't a direct relation.” Pablo did not believe that working remotely in his
work-study position changed his CBFWS relationship to his academics.
Pablo stated “career readiness” meant having the necessary skills for the workforce and
“to be able to go into it the work field” or in the business of which one finds themselves. Pablo
stated the CBFWS program helped him to gain career readiness in three key ways: (1) it helped
him to understand the atmosphere of working in a professional place or a business, (2) it
provided him with relevant tasks that supported his professionalism and work ethic and, (3) it
gave him data-driven projects which were not directly related to his major but indirectly
supported him in gaining the skills to do the kind of work he would find himself in with
cybersecurity. Pablo stated that he was able to use software applications within his work-study
placements to gain additional skills. He commented that these data-driven projects would go on
to impress later employers. For example, he talked about working on a business dashboard at his
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CBFWS community placement which enabled him to impress a potential employer at Cyber
Florida. He stated this played a key role in securing a part-time job with Cyber Florida. At the
time of this interview, Pablo was an intern full-time at the Tampa Electric Company (TECO) in
Tampa, Florida.
Pablo stated the top three career competencies he developed in his CBFWS position
were: oral/written communication, critical thinking/problem-solving, and professionalism/work
ethic. In Pablo’s words, the CBFWS experience “kind of pushed me out of that comfort zone to
better understand better ways to communicate my ideas.” He believed his work with data-driven
projects such as a business dashboard at his community placement had already made an
impression on employers.
“I think once I apply for full-time jobs after graduation, that's something that more
employees are going to look at and really be impressed that I was able to work with that
type of data at such a young age,”
Pablo stated. However, within his field of cybersecurity, he did not believe that the
community agency could have given him projects that were beneficial, but they allowed him to
“work on projects that would be able to maximize” his potential. He stated they tried to give him
things that would be more in line with what he was studying in college. Pablo said nowadays
with most companies using or many companies using a hybrid work model, he felt he was a little
ahead. Thus, having had in-person work experience before the COVID-19 pandemic, he was able
to work remotely and gain that experience as well, which in his eyes put him a little ahead of
other students and placed him in a good position to work remotely or in a hybrid setting with a
company after graduation.
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Pablo stated that “social support” could be defined as support from friends, coworkers,
and management and having support from those kinds of folks to “support you towards what
your end goal is.” He had a great relationship with his on-site supervisor in his placement that
they were very always open and were “somebody who I could always go to and have open
dialogue and open conversations with them about anything that concerns me.” He had found a
mentor in the manager in his community placement. A clear example he gave of networking with
professionals in the field was when his on-site supervisor had a connection directly in
cybersecurity and set up times for the two of them to meet and talk more in-depth about
cybersecurity. Thus, while his community placement was not directly related to his field of study
with cybersecurity, his on-site supervisor within his community placement was able to connect
him with someone she knew.
“I think it was always that thing they [community placement] knew that working [there]
was kind of that first stepping stone for me in my career. They were always
communicating with me and seeing when they gave me work it was like ‘Is this work
good for you? Is it helping to advance your career? Is it something that you want to do?”
he asked.
Pablo expressed that his connection with community members had deepened because of
his CBFWS position and built long-term friendships with coworkers. In his words, he felt
“empowered about the impact that you have in the community and being able to have like a
stronger and deeper connection to the community.” Pablo also commented on the insights he
gained from other work-study students at his placement. They were able to help him adjust to the
organization, and it was “nice to be able to have someone who's around your age and doing same
thing as you.” When working remotely Pablo stated his social support with the CBFWS
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placement changed. For instance, emails and texts with his community placement become more
important in a virtual work environment. He also found that video conferences were helpful for
maintaining communication with his on-site supervisor in a remote work environment.
Pablo insisted that to generate more interest among male students to participate in
CBFWS, it would be imperative to focus more on showing how this program could benefit male
students directly regarding their career choice. In other words, how CBFWS could benefit male
students on their career development in the “long terms in their career fields and the skills that
they will gain.” Pablo believed that transportation might be a key barrier to keeping students
from participating in CBFWS. For example, students who wanted to be involved in CBFWS but
lived on-campus and lacked the transportation to go off-campus might be deterred from
applying. Lastly, Pablo commented on how much CBFWS has been beneficial to him in his
career development and helping him to gain experience for the workforce.
James – Software Engineering with Service in Mind. James was a 22-year-old senior
at USF with a major in Computer Science. He anticipated graduating in May 2022 from USF and
had a career goal of seeking full-time employment upon graduation. He identified as an African
American, cisgender male and was not a first-generation college student. James was in the
CBFWS program from January 2018 through December 2021. His community placement was
two-fold which mirrored Pablo’s placements. Beginning in January 2018, James was with a
community development organization focused on the redevelopment and sustainability of the
neighborhoods surrounding the USF Tampa campus. In the fall of 2020, James was placed with a
nonprofit that focused on improving reading skills with 1st-3rd grade students in a virtually
setting. This second placement was done because of the difficulty of the community
development organization to work with work-study students in a remote setting.
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James was glad to be back on-campus, in-person the 2021-2022 academic year and
looked forward to graduating in May 2022. When asked to think about his CBFWS experience,
James commented that it had been a positive experience and that he was able to do “a lot of
growing” personally and professionally and learn about the local community. James found a
sense of community which promoted him to ask himself, “How can I help my community?” One
of his favorite memories of his CBFWS experience was the grand opening of a new park with
the community development organization that he was placed in. This was the same favorite
memory that Pablo cited when asked this same question as they both had the same placement.
James said, “seeing something physical [in the community] actually prospered from it and is still
there to this day, still being used—I think that gave me much more of a realization for my impact
in my own community.” He enjoyed coordinating a lot of these community events and working
behind the scenes to help with fundraising efforts.
When asked for his interpretation of “academics,” James cited “grades for the semester”
but shared his initial thoughts on the relationship between CBFWS and his academics. “In terms
of the relationship between my work study experience and my academic progress towards my
major, I’d say it's definitely been more of a helpful thing than a hindrance,” James stated. Central
to this point was his development of time management skills. His on-site supervisors with his
community agencies were understanding of his classes when the workload became very heavy in
his coursework or important tests were coming up. He said it had been challenging but it helped
him to grow. In terms of how the CBFWS position related to his field of study in computer
science, he stated that “being a computer science [major], it is a bit distant from the goals that I
have and set for that industry but at the same time I feel it has helped me and prepared me just as
a computer scientist and made me more well-rounded.” For example, he was tasked with
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resigning the community placement’s website and used web design skills he learned from his
USF classes.
James also worked in the computer lab at this community placement to support their
technical issues which included such tasks as updating computer software. During the early
spring 2021 semester, he was placed with a different community agency which focused on
virtual tutoring with second and third grade students. This was done because his original
placement did not have the capacity to keep him in a remote position. At this second placement,
James said it involved a much higher level of data analytics. The community experience helped
him to think about people and in his field of computer science to think about the end-user.
“I realized that in order to be a good computer scientist and develop applications, you
really have to have the people that are going to be using it in mind first. Being in the
community has really taught me to think about the end user a lot more and what I can do
for them,” he proclaimed.
The CBFWS program had been a “positive influence” on James’ academic performance.
However, in terms of academic motivation, the CBFWS experience might have been somewhat
of a hindrance in terms of balancing school and his work-study responsibilities, particularly
when assigned coursework in a class was at its peak or if it was near the end of the semester with
final exams. His major was of a more technical variety, but he had been given projects that
allowed him to apply his technical knowledge despite what the organization's mission may have
been. “My positions have been more community engagement like public interest, well, my major
is more technical. I have been put into positions where I’ve been allowed time to really use that
technical expertise,” James stated. His academic classes in data analytics and computer science
were used in his CBFWS experience, where he could use statical information to analyze data. In
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terms of working remotely concerning his work-study experience and academics, James noted
that multitasking from home was much “easier” and saw it as a “benefit.” Due to his CBFWS
position, he was able to use his knowledge of the local community within a class project that was
focused on programming in collaboration with the community. This led to having an advantage
in comparison to his peers who were not as familiar with the local community.
James associated “career readiness” with “professionalism” and working with managers,
or “just meetings with other upper-level professionals [or] different employees on the same
level.” He felt his work-study experience had given him lessons on professionalism in building
teamwork and collaboration in a workplace setting. James believed he had gained career
readiness from his work-study experience in terms of improving public speaking skills, dealing
with office relations, and being more collaborative with colleagues and coworkers. The CBFWS
experience was “empowering” to James because he had the opportunity to talk about his research
to potential donors at events and helped to support the opening of a park. There was a sense of
helping the community which made him feel “empowered” in James’ words. In terms of
connections between his career interest and his work-study experience, while he was interested
in going into software engineering for his career, this CBFWS experience instilled in him a sense
of service. “I can definitely see my career interest going along the lines of software engineering
but definitely a type of software engineering with a service in mind possibly relating to the
community in some way,” James stated.
In terms of the NACE career competencies, James cited critical thinking/problem
solving, global/intercultural fluency, and oral/written communication skills as the top three
career competencies he gained. The CBFWS program “required much more analytical thinking
on my end in order to provide and interpret data, so with this I was given the chance to really
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exercise new reasoning and logic in order to create new solutions,” James said. He was able to
learn about many kinds of cultures in the local community and improve his ability to
communicate internally and externally with his organization and community members. The
CBFWS experience had prepared him for a career in terms of improving his communication and
work colleague relations as well as getting used to being at an office within an organization. At
many different times his supervisors at his community agencies utilized the technical skills that
would be a benefit to him and the organization. Working remotely expanded aspects of his sense
of career readiness but may have also hindered it. “For an example where it's hindered it, I'd say
with remote work, teamwork and collaboration is a little bit harder to do,” he said.
When asked what social support meant to him, James talked about how people supported
each other and cited “emotional support.” James indicated his on-site supervisors had been
supportive in more ways than one. For example, they had been friends, “developed meaningful
connections,” and had been helpful resources and mentors at times. Furthermore, James saw his
CBFWS placement as a source of emotional support and career readiness. “I do have a mentor
[at my CBFWS placement, but] it may not be a mentor in terms of my specific career goals, but
they've definitely helped me align what I want for myself in terms of emotional support and just
career readiness,” James declared. In his CBFWS experience, he had gained access to a lot of
leaders in the local community and gained a lot of contacts for networking purposes. For
example, James met with a software engineer from Google through his community placement.
He stated that this has been a great experience and wonderful to have this engineer in his
professional network.
James had been given knowledge on a grander scale and been able to see the kinds of
organizations and companies that his CBFWS placement had partnerships with and the kind of
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work they were able to do together. He went on to say that the position did empower him to build
meaningful connections and gave him the motivation to build these connections. James indicated
that “I've realized that all that really comes through genuine appreciation and support, so with
that I’ve seen the importance of making those meaningful connections in my own personal life.”
He did not work closely with other CBFWS students as they worked in other departments, so he
did not have a lot of insights to share about collaboration with them. From James’ point of view,
it was much harder to establish genuine connections in remote work, however, at the same time
that support was still there in some form through emails and video chats. “I'd say it's harder to
establish genuine connections over remote work. There's something that's just lacking compared
to in-person interactions,” James said.
James believed that to generate more interest among male students to participate in the
CBFWS program there should be an effort to find community partners that have interests
associated with male issues or pursuits. As an example, James suggested community partners
that have an “outdoor focus” or on “video games.” Beyond this, he emphasized the importance
for community partners to “grasp their [male students’] interests and have that in mind” when
moving forward in recruitment efforts. Some barriers James identified that might keep students
from participating in CBFWS could be students feel that they need to have previous knowledge
to do this sort of work. James also asserted it would be worthwhile to recruit students who
already have a sense of community and “a strong sense for volunteer work [and] I think that
would help raise awareness for the program.” Lastly, James stated that he was glad to be part of
this experience and that it has taught him a lot about the local community. Further, he asserted,
“it's taught me a lot about my own local area and just the lives of other people surrounding it.”
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Joe – A Real, Adult Job. Joe was a 20-year-old junior at USF with a major in Health
Sciences and a minor in Psychology. He anticipated to graduate in May 2023 from USF and had
a career goal of being a counselor/behavioral technician. He identified as an African American,
cisgender male and was a first-generation college student. Joe was in the CBFWS program from
February 2020 through July 2021. Joe’s placement was with a USF department that focused on
improving language, literacy and mathematics development in young children and conducted
reading interventions with K-5 students in local elementary schools.
Joe commented that his work-study experience felt “like a real adult job” and that he had
the opportunity to work with people who were professionals and had their doctorates,
specifically, working at schools or with schools in an environment that “actually benefits
people.” His favorite memory of his work was the experience of working with kindergarten
through second-grade students in an after-school program and “just helping them… like reading
comprehension-wise, I was helping them improve their reading skills, their comprehension skills,
[and] their vocabulary skills.” Joe noted that the majority of them were excited to learn and that
they were open to learning, which also made it an enjoyable experience. It is important to note
that he joined the CBFWS program in February of 2020. On March 16th, 2020 is when CBFWS
stopped due to the COVID-19 pandemic until the summer of 2020. Thus, Joe’s experience out in
the community was extremely limited.
When asked to comment on his interpretation of academics, Joe noted “just grades” and
not letting the job interfere with that. He believed that his community work-study position
related to his field of study because he was a health science major with a minor in psychology
and was interested in social work, thus, it had been a helpful experience. Joe perceived that the
CBFWS program had a “neutral” effect on his academic performance because the job allowed
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him a flexible schedule with time to study and didn't seem to affect his academics from his
perspective. “I thought [I had] enough time to study, do all my work, and stuff like that so it
didn't really interfere, impact my academics at all,” Joe said.
The work-study experience, particularly before March 2020 when the pandemic shut
things down and made school and work remote, reinforced his interest in the social and
behavioral sciences as well as the psychology field. Joe believed that his work-study placement
was the perfect fit and that there was not anything different that they could have done to make it
a better match with his field of study. “The whole social behavioral thing with working with the
kids, it did make me want to be more interested in doing that,” Joe said. He commented that
working remotely did change the work-study relationship to his academics but not in a negative
way. Ultimately, Joe believed that the work-study experience had a positive effect on his
academics because of the flexibility of his work schedule. Interestingly, this is a little different
than how he described it in the first interview, where he described the CBFWS program as
having a neutral effect on his academics. Joe and I discussed this discrepancy as I read back to
him his response from the first interview. After some reflection, Joe replied that he believed
ultimately that the experience had had a positive impact on his academics because of the
flexibility of his work schedule.
Joe's interpretation of career readiness was a focus on what the career itself would be and
what you would do “as soon as you graduate or around the time that you graduate” but also
having the right skills to accomplish that job. He said CBFWS supported him in gaining career
readiness as he remembered when I initially interviewed him for the CBFWS position and
recalled that I tried to relate his job to his major. “You [Dustin Krein] were trying to find
something that related the most to my major,” Joe declared. Joe saw the connection between his
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career interests and the CBFWS experience with the opportunity to work with kids, specifically
kindergarten through 2nd-grade students.
Joe said his three NACE career competencies he developed the most were:
teamwork/collaboration, digital technology, and oral/written communication. He cited that
although they were working by themselves in the schools, they also worked together as a team
and had frequent meetings to learn what was going on within the organization and with their
colleagues. During the last year he was in the CBFWS program from fall 2020-spring 2021 and
working remotely, digital technology became very important in learning. School administrators,
faculty, and students all had to adjust to Microsoft Teams and other Microsoft applications such
as Excel. Oral/written communication skills were gained by having to use professional
communication when sending emails and during meetings whether in-person or virtually.
Joe said his work-study experience had prepared him for a career, voicing his belief that
it was a "real job" and that it was about helping people. According to Joe, it felt like a real job to
him compared to other jobs he had worked, for example, his prior experience in the fast-food
industry. He went on to say that “actually being in the school [and] working with tutoring people,
going to actual meetings…to talk about what you did, hearing from other people finding out
what they did [and] how what they did can help you and vice versa. I was like ‘Okay, I got a real
job,’ like a job that makes an impact.” Although it was not enjoyable working remotely for Joe,
he did cite that his digital technology skills improved because he had to get comfortable working
remotely. However, because COVID-19 made it less interactive for his CBFWS position, Joe
stated it was not the same as talking to kids online in a tutoring role as it was working with them
in-person.
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Joe's interpretation of social support was “counseling” and “getting help when you're not
feeling right.” His relationship with his on-site supervisor in this CBFWS placement was positive
and said that his on-site supervisor always gave him examples of a path to avoid burnout and
other resources to manage stress such as the counseling center at USF. “I remember she told us
about, I think it's called the ‘pomodoro technique,’ doing work for 45 minutes and then taking
that 15-minute break, stuff like that,” Joe said. His on-site supervisor was very supportive
particularly when she found out that he was not awarded Federal Work-Study for the 2021-2022
academic year. She tried to support him in trying to find other jobs at USF that related to his
major. In reference to his on-site supervisor at his placement, Joe said, “she always told us [that]
if we didn't feel comfortable in this job to try to find a job that's more related to your field of
study or stuff like that. She was always helping us.” In terms of building meaningful connections
with the people whom the CBFWS placement served, Joe did not have a strong experience. The
host program with the school district is an after-school program and Joe insisted there was no
interaction with them unless students were being very disruptive. However, when he was
working with kindergarten through second-grade students, he said they were more comfortable
listening after getting used to him. Joe said there was another CBFWS student colleague who
was also working at the community placement. He was able to job shadow this peer who helped
him adjust to CBFWS and his responsibilities.
Joe never knew there was such a difference in male and female engagement within the
CBFWS program. “I didn't know there was so much a difference [in male and female student
engagement in CBFWS] until you sent out [the notice] the research that you're doing,” Joe said.
Within his CBFWS position there was another male student, so he did not notice this until it was
pointed out to him in my recruitment email for his participation in this study. Beyond that, his
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first response in how to generate more male student engagement was “I don't know.” But then he
went on to suggest a “flyer around campus” or an email could be helpful and cited the example
of a male mentoring program at the university. A possible barrier that may keep students from
participating in CBFWS was students may not put in the time to research to find out what FWS
is, and secondly, if people heard the phrase “community-based” they may think the work projects
would be too difficult.
AJ – A Passion for Entrepreneurship. AJ was a 22-year-old senior at USF with a major
in Accounting and a minor in Entrepreneurship. He planned on graduating in May 2022 from
USF and had career goals of entering the fields of “youth education and auditing (accounting).”
He identified as an African American, cisgender male, and was not a first-generation college
student. AJ was in the CBFWS program from August 2019 through May 2022. AJ’s placement
was with a youth development non-profit organization in Southwest Tampa.
By the end of the fall 2021 semester, the academic year had been going well for AJ and
he was expected to graduate in May 2022. He found the university could provide a lot of
graduate student support in terms of funding and scholarships, thus, he was looking at continuing
his education at USF and possibly pursuing a master's degree in entrepreneurship. Some of the
key factors of the CBFWS experience brought to mind for AJ were critical thinking and
empathetic values. He went on to talk about the ability to problem-solve with his coworkers and
on-site supervisor while having empathetic values in terms of working with youth who were
from different backgrounds than him. “Critical thinking in terms of just constantly unlocking
different puzzles because it was at first when I first came in [to CBFWS], I was thinking okay
you come into the job and then it's not really a job where you just do objectives the same
objectives every day. It's like every day is a different problem that you kind of have to apply
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different knowledge,” AJ said. He built college readiness programs within the after-school
framework within his CBFWS placement. His favorite experience was the opportunity he had
pre-pandemic to work with the K-12 youth that the organization served. He enjoyed working
with the youth and felt it was very fulfilling work.
In AJ's perception, the word academics suggested for him “accounting” which was his
field of study, as well as the “youth education” and “community service maybe.” I asked him a
follow-up question to better understand how he saw community service fit within academics. He
cited a community-engaged course he took in his sophomore year that incorporated restoration
projects out in the community. He believed the CBFWS position related to his field of study, not
so much in terms of accounting, but more “in the entrepreneurship sense.” Entrepreneurship was
the master's degree he mentioned he wanted to pursue. He saw that while working with this
nonprofit in his CBFWS position, there was a strong sense of entrepreneurship and he perceived
that had some relation to his field of study and what he was interested in. “Specifically with
entrepreneurship I felt myself literally growing as an entrepreneur because it was kind of like I
came into [the community placement] with a blank canvas and started identifying all these
problems and then conceptualizing solutions to whatever it is I wanted to make,” he said.
AJ saw his work-study experience as having a “positive” effect on his academic
performance. Sometimes he felt he did more work in his CBFWS position because he felt it was
more interesting than his schoolwork. There was a creative aspect to his work with CBFWS: “I
almost have more creative space in my job, more than just following a teacher's outline in class
every day,” AJ said. He perceived everything he learned in class he could apply to his CBFWS
position in some way. He felt this experience “motivates me to just try to do better—it makes me
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a lot more alert in what I’m learning.” He said this was a better fit than his on-campus FWS
position that he had before he joined the CBFWS program.
AJ’s CBFWS placement had been a great fit with his position within his field of study
because it allowed him to utilize what he was learning in his classes at his job. He talked about
his experience in the summer of 2021 in a corporate internship which gave him a negative
impression. He expressed that the CBFWS program supported him in a more caring way than
what his corporate internship had. His community placement gave him an “entrepreneurial spirit
and that passion for entrepreneurship because I was able to conceptualize ideas, apply them and
see them work for myself whether it failed or not.” By working remotely, it did enable him to
focus on his academics more because he felt he was doing everything in one space and could get
everything done. However, he felt the most negative aspect of working remotely was the
inability to be in-person with the K-12 youth at his community placement. He went on to state
that almost any class he had signed up for really related to his CBFWS was just a position in
some way and had the opportunity to contribute something from that class to his work-study
position.
In terms of career readiness, AJ talked about “a sense of professionalism in terms of
where you want to go.” He believed CBFWS prepared him with real-world experience and the
ability to solve real-world problems. “You're just not going to be crunching numbers in an office
or a firm, but something more fulfilling where you're actually going out into the world and
solving real problems,” AJ said. He went on to state that the CBFWS program has helped him
tremendously. He talked about when he worked on campus in a financial office at the university
as a work-study student and he felt like he was being trained to do a repetitive task. He had felt
more like part of an automated process. However, in his CBFWS position, he felt he was
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learning things that he was not learning anywhere else. Specifically, he talked about learning
values in CBFWS and feeling like he was making more of an impact in the work he was doing in
the community. He wanted to stay with his community placement and continue to work with
them as long as it was possible, and that it helped him to grow in all aspects. “Beforehand like
‘oh I’ll get a master's in New York, I’ll go to California for a master's or somewhere else,’ but
now it's making me want to stay right in Tampa at USF at [the community placement] so the pull
that it's had on me has been very influential.”
CBFWS provided AJ with a sense of direction, whereas before he joined this program, he
did not feel he had previously. In terms of NACE career competencies, AJ stated critical
thinking/problem solving, digital technology, and global/intercultural fluency as his top three
choices. He felt that global/intercultural fluency was the biggest one that had the most impact on
him because of working with people from different backgrounds than him. He stated that
CBFWS had been very fulfilling—more so than any accounting firm. AJ felt like this was his
new passion and that he needed to stay with the organization and see how the programs he had
helped develop would work out, but also what the impact would be on the youth that he served.
At the time of these interviews, he was working remotely but stated he was very excited to be
back in-person in the spring 2022 semester. “It hasn't been the same experience almost and I
think that's taken away [from] the whole experience,” AJ said. Working remotely had some
impact on his career readiness specifically in terms of interpersonal connections; however, he
stated there had still been support from his colleagues and supervisors.
In terms of social support, AJ stated that any time he connected with his on-site
supervisor at his placement, he felt a sense of social support in terms of guidelines and
accountability. “She's (on-site supervisor) always there to offer that social support you know, in
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terms of if I’m stuck in an area, she can kind of guide me in the right way,” he said. AJ viewed
his on-site supervisor as strict with her objectives, but she also offered social support which was
very powerful to him. Anytime he came into work he felt the staff was very supportive,
particularly in a mentoring kind of way: “Any time I’ve come into the workplace it's always been
like them mentoring me.” He felt he had a mentor in the CBFWS with his on-site supervisor, but
also with me as the program director of the university’s CBFWS program.
AJ felt that the Executive Director (ED) at his community placement had been helpful in
terms of working with the kids. He was able to job shadow the ED to learn how to work with the
youth in a positive and constructive way. This experience enabled AJ to set himself apart from
other candidates when he was talked potential employers about jobs or internships because while
he was an accounting major, he had this very unique experience within CBFWS. AJ built
connections with the children and youth the community placement served. “I identify with the
kids too and they can identify with me as well,” AJ said. Working remotely made it very difficult
for him to gain insights from other CBFWS student colleagues. However, he hoped in the spring
2022 semester that could change. Since working remotely, AJ said, “I haven't lost that
connection digitally, but that interpersonal connection is what I lost.” When things were inperson before the pandemic, he felt that he was very much a part of a team. The COVID-19
pandemic interrupted this but he was looking forward to new collaborations in-person in the
spring 2022 semester.
AJ suggested improvements in marketing and advertising for the CBFWS program to
generate more interest among male students. He elaborated that his community placement --which was primarily a youth development center--- should be marketed in a more inclusive way,
particularly to attract work-study students of different kinds of majors. For example, attracting
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students with a message of “you can come in and try to build processes depending on your
major. I think getting an engineering student into the center would be amazing because honestly,
I’ve been wanting to work with an engineer for a long time… market it in a way that's like ‘okay,
we need engineers here too.’” AJ stated.
AJ cited other examples of psychology majors and environmental majors and how it
could be very beneficial to work with these kinds of students. “Market it towards all majors
making it inclusive, that way, you know, somebody can look at the job and say ‘okay, I can
apply what I’m doing to this not-for-profit. Even though it's a not-for-profit, I still feel like I can
come in there and do something,’” AJ said. He perceived some possible barriers keeping
students from participating in the CBFWS program could be the way it is marketed and that
making it more inclusive is key. He suggested that if male students see a program that's focused
on youth development there's a sense of, “I don't want to babysit,” however, if it can be shown
how different majors can work within an organization, such as a youth development center, then
perhaps it may be possible to attract more students from various backgrounds, demographics,
and genders.
Wilbur – Opportunity to Improve Communication. Wilbur was a 21-year-old senior
at USF with a major in Marketing. He anticipated to graduate in May 2022 from USF and had a
career goal to “obtain a job right after graduation and work on side hustle simultaneously.” He
identified as an African American, cisgender male and as a first-generation college student.
Wilbur was in the CBFWS program from August 2018 through December 2021. Wilbur’s
placement was with a youth development non-profit organization in Southeast Tampa.
Wilbur was in his senior year at USF when these interviews were conducted. As a senior,
he had seen his coursework increase both in quantity and complexity. He was also busy trying to

129

prepare for his next career move after graduation from USF. “It's been way busier than my
previous three years here, but it's been going good so far,” Wilbur said. The keyword that came
to mind for Wilbur when thinking about his work-study experience was “opportunity” and more
specifically the “opportunity to network because there's a lot of people that come in there
[community placement], but then also you see some of those people outside of the communitybased work center.” Some of his favorite memories in the CBFWS program were during his time
as a sophomore and junior. Wilbur was able to work on his community placement’s website as
that helped him further develop his interest in digital marketing. “That just helped me kind of
align my career more towards the digital marketing side,” he said. Wilbur was a marketing major
in the Muma College of Business at the University of South Florida, but this CBFWS position
was more of a direct correlation with his field of study at that time.
“Immediately grades and then classes,” were the main thoughts that Wilbur cited when
asked to think about what “academics” meant to him. He believed the work of the CBFWS
position related to his field of study and enabled him to have customer service experience. This
was also supportive of his second job he held in sales at the time of the interviews. Wilbur
commented that the work-study program had a neutral effect on his academic performance
because the position had been flexible with his schedule and had not been directly related to his
academics. He went on to cite things outside of the CBFWS program such as joining the
American Marketing Association and the mentorship program in the Muma College of Business
where he will begin to serve as a mentor to a mentee. He cited these organizations outside of his
work-study experience as being crucial to having a positive impact on his academic performance.
Wilbur said the CBFWS program had a neutral effect on his academic motivation—it did
not seem to affect him positively or negatively in terms of academic motivation. “I don't think it
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has affected my academic drive or anything like that and it hasn't really impacted it negatively in
any way, shape, or form,” he said. Wilbur suggested that in the first few years of his CBFWS
experience, the community placement had been a better fit with his field of study in terms of
allowing him to work on projects that were related to digital marketing. “I sort of [would have]
love[d] to have done some more stuff with that… email marketing and just sending out
reminders [to] parents, stuff like that—I would enjoy doing that,” Wilbur said. However, that
focus has shifted more towards customer service-related tasks such as supporting the parents
who used services from the community placement.
When Wilbur went back to working in-person in his CBFWS position in the fall 2020
semester, there had been a call for him to do more customer service-related tasks. However,
when he was working remotely in the last academic year (2020-2021), he was able to work on
projects that were more in line with his field of study, marketing. For example, the nature of
remote work enabled Wilbur to work on digital marketing projects for his community placement.
Wilbur said the community site had helped him improve his communication skills and could
have had an impact on his academics in some way. “I would say it had a good impact on me
studying outside [the classroom] just because I got hands-on experience with what I was learning
in class,” Wilbur declared. He went on to say that although the projects he was given in his first
year were more related to his marketing major and digital marketing, Wilbur affirmed, “it
[CBFWS experience] just helped me become way more efficient in communicating” with diverse
groups of people.
Wilbur described career readiness in a similar way the National Association of Colleges
and Employers’ (NACE) description, but in more of a laypersons' terms. Wilbert declared
“career readiness is just learning skills and getting prepared to work in the workforce.” He cited
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that the CBFWS program had supported him in gaining career readiness as his on-site supervisor
had helped him with gaining connections with other professionals in the field. For example, he
was connected with someone who developed websites and was able to work with this person to
gain further skills in this area. He had a strong interest in digital marketing and this experience
helped him “help spark that interest [and] make it grow.”
Wilbur cited oral/written communication, career management, and
teamwork/collaboration as his top three career competencies that he had been able to develop in
his work-study placement. “Really simply, it just made more comfortable speaking with
people… learning how to hold a conversation with people, I just got more comfortable in doing
that and it just made me more fluent as a speaker,” Wilbur declared. He improved his skills as a
“marketer” and “being punctual” while he built a strong foundation on which he hoped to build
his career in “digital marketing through website development or social media or content
management or anything like that.” Wilbur had learned time management skills and “how to
balance work but also extracurricular activities.” In Wilbur’s view, remote work increased his
accountability to produce projects because his on-site supervisor wanted to see the outcomes of
his work, but it also increased his difficulty in communication with his work-study placement.
Wilbert defined social support as “emotional support” or “mental support” while “being
able to talk with somebody” who could help. He said he had a great relationship with his on-site
supervisor at his work-study placement and that they had a lot of conversations about careerrelated issues. Wilbur’s on-site supervisor had helped him review his résumé and search for
internships in sales. However, when asked if he felt he had a mentor in this CBFWS placement,
he responded “no, not necessarily.” His definition of a mentor was someone who guided him
every step of the way, whereas in this CBFWS position, he believed that his on-site supervisor
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was more hands-off. Although his on-site supervisor did guide him on digital marketing projects,
he did not believe he necessarily had a mentor in this work-study experience.
While his community work-study placement primarily served K-12 youth, he did not
directly work with this population in his placement. However, he worked with the parents and
colleagues, volunteers, and partners of the community placement. Wilbur believed he gained
personal insights from his work-study student colleagues---who were placed at the same
community partner---as he was able to learn from them ways to remain positive, have fun, and
build connections with others. He believed he had gained professional insights as well. “On the
professional side, you do want to have those business connections. You want to know those
people who are going [to] take you to the next level,” he said.
Wilbur did not believe working remotely changed his CBFWS experience concerning
social support because he continued to communicate regularly with an on-site supervisor.
However, he noted that “I can't really tell the emotions of people that I’m working with when
I’m doing stuff remotely.” His last comment about social support and his work-study experience
was regarding his freshman year when he stated he was going through a tough time in his
personal life. The on-site supervisor and another staff member at his community placement were
able to offer him advice that was very supportive and helpful to him. Thus, with his definition of
social support as “emotional/mental support,” it seemed he found this sort of support in his first
year of the work-study program.
Wilbur believed a central way to generate more interest among male students to
participate in the CBFWS program was for male students to have a “more active hands-on role”
rather than “remote [work]” available in this program. Wilbur said barriers that keep students
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from participating in CBFWS could be that they simply are not familiar with the people who
work in these organizations and they could be uncomfortable within that work environment.
Chapter Summary
This chapter provided the findings of this case study research reflecting multiple data
sources: (a) research journal, (b) documents, and (c) interviews. This data was rich in qualitative
information but quantified where possible and organized into tables for accessibility. The
research journal provided personal insights from myself over the course of my time in the Ed.D.
program at the University of South Florida. This journal touched upon ideas that brought my four
years of experience developing and maintaining the CBFWS program at USF. There were areas
of overlap between the research journal and the interviews that is explored further in Chapter 5.
The documents provided evidence that career readiness skills, academic connection to
CBFWS, and mentorship were part of the male student experience in CBFWS. The documents
suggested that communication skills were one of the top career competencies gained in the male
student experience. A few students also gave their accounts of how CBFWS was different than
their previous on-campus Federal Work-Study positions. Mentorship was cited as part of
CBFWS from the male student perspective, but supportive staff members was more directly
noted. African Americans made up most of the CBFWS male students who participated in exit
interviews with 71.4% in May 2020 and 66.7% in May 2021. This trend would continue with the
new interviews conducted in fall 2021-spring 2022 for this study with 80% of participants
declaring African American as their race. The key findings of these documents pointed to themes
around developing communication and professional skills, the relation of coursework to the
CBFWS position, mentorship with CBFWS placement staff, and the opportunity to learn more
about the local Tampa Bay community. The key findings of these documents pointed to themes
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around developing career readiness competencies as defined by NACE (National Association of
Colleges and Employers), how academics may have related to the CBFWS position, and social
support within the CBFWS placement.
The interviews that were conducted for this study gave fresh insights from male students
to address the following research question: From the perspective of the male student participants,
what is their Community-Based Federal Work-Study (CBFWS) experience in relation to: (1)
academics, (2) career readiness, and (3) social support? The five participants who were
interviewed specifically for this study provided responses that were directly related to this
research question. Narratives were created for each participant from two rounds of interviews.
Many themes were touched upon in these interviews such as: the opportunity to build
communication skills, network with other professionals, build relationships with staff members,
and increase knowledge of the local community. Chapter five builds upon this data in its
summary of the findings while providing implications and recommendations for future work.
Suggestions for future research will also be provided that expand upon the findings of this study.
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CHAPTER FIVE
DISCUSSIONS, IMPLICATIONS, AND RECOMMENDATIONS
At the University of South Florida (USF), on its Tampa campus, the Community-Based
Federal Work-Study (CBFWS) program housed in the Office of Community Engagement and
Partnerships (OCEP) began in January 2018. The CBFWS program historically has had a low
rate of participation of male students compared to female students. Male student participation in
CBFWS accounted for 25% in 2019-2020 and 17.5% in 2020-2021. These percentages were
comparable to data collected from the USF Tampa campus’ Center for Leadership and Civic
Engagement (CLCE). For instance, the CLCE reported 24% male student participation in selfreported service from October 2020-February 2021 and 34% male student participation in 20192020 and 13% in 2021-2022 in CLCE’s alternative spring break service programs (K. FabbriGreener, personal communication, January 12, 2022). Therefore, other offices such as the CLCE
at the USF Tampa campus have experienced a low percentage of male students in communitybased programming.
The low male student participation rates in CBFWS raises several concerns, but the
central question is: Why is there a low percentage of male students participating in CBFWS?
However, before that question can be addressed, it is essential to understand the experiences of
male students who participated in the CBFWS program. Thus, this exploratory case study was
conducted to address the following central research question and sub-questions: From the
perspective of the male student study participants, what is their Community-Based Federal
Work-Study (CBFWS) experience in relation to: (1) academics, (2) career readiness, and (3)
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social support? Data were collected from three sources: (a) researcher journal, (b) documents
from OCEP, specifically exit interviews of CBFWS male students from spring 2018, spring
2020, and spring 2021, and (c) interviews conducted with five male students who participated in
CBFWS.
In the category of academics and its relationship to CBFWS, male students had a diverse
set of majors, most of which were geared towards business, marketing, and engineering. This
facilitated an indirect link between the male students’ major and their CBFWS experience. For
example, most male students were in community agencies whose organizational mission did not
relate directly to their majors. However, where possible, community partners matched male
students with tasks and projects that related to their field of study. The environment of CBFWS
had an impact on the male students through its emphasis on working with others in the
community. Community placement partners understood the importance of matching the male
students’ major/field of study with what their organization needed. Between 50%-60% of male
students regarded the relationship between CBFWS and their academic performance as positive,
although it was difficult to assess why the students perceived this positive effect. Time
management skills were developed among some male students which reinforced their positive
impression of CBFWS on their academic performance. Future research should explore how
career competencies overlap with academic performance, for example, the development of
oral/written communication.
In the category of career readiness and its relationship to CBFWS, the study utilized with
the National Association of Colleges and Employers (NACE) definition of career readiness and
its career competencies. This provided structure on how to assess and discuss the male student’s
experience in terms of their perceived career development in CBFWS. In a 2014 employer

137

survey conducted by NACE, 606 representatives from organizations who hire through university
relations were asked to indicate “the extent to which they view the seven competencies as
essential to new college hire success when considering new college graduate candidates for their
workplaces” (2022). "Professional/work ethic," “critical thinking/problem solving,” and
“oral/written communications” were the top three competencies identified by employers as either
"absolutely essential" or "essential" (NACE, 2022). The findings from this study found that male
students perceived their greatest development were "professional/work ethic," “critical
thinking/problem solving,” and “oral/written communications.” This was an exciting finding that
overlaps with what potential employers saw as crucial career competencies.
In the category of social support and its relationship to CBFWS, participants reported
finding a sense of community within their CBFWS experience, particularly in the form of
mentorship with their on-site supervisors and having the opportunity to network with other
professionals. Throughout the data collected, male students commented on the positive
atmosphere of their community placement and noted the great relationships they built with their
coworkers and on-site supervisors. There were also sentiments about seeing the work they do
come to fruition within the local community. The majority of male students said they believed
they had developed a mentoring relationship within their CBFWS placement. For example,
eighty percent of male students interviewed for this study reported having a mentor in their
CBFWS position. Additionally, sixty percent of participants interviewed said they had the
opportunity to network with other professionals and expand their network. These are promising
numbers, but further work should be done to facilitate a greater sense of social connection with
others in the CBFWS.
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Discussion
Diverse Set of Majors Among CBFWS Male Students. The participant demographic
information collected yielded a diverse set of majors. Many of their fields of study were nonsocial science majors. For example, most majors included accounting, business analytics and
information systems, computer science and engineering, finance, and marketing. However, there
was one male student who had a health sciences major with a concentration in biological and
social and behavioral science. Recognizing this diverse set of majors among male students, but
which largely stayed away from social science degrees, needs to be strongly considered.
Indirect Relationship Between the Male Students’ Majors and CBFWS. For the
majority of male students, there was an indirect correlation between their majors and CBFWS
position—their field of study was not in direct alignment with the community placement’s
mission. This connected with the research of Scott-Clayton (2017) who found most off-campus
non-FWS student employment was unrelated to students' fields of study. The mission of most
community placements within in CBFWS was on providing social services, usually with an
emphasis on youth development support. The study participant with a major in health sciences
had a direct connection to his academic and professional interests in his CBFWS position;
however, the other male students did not have that connection. While there was an indirect
relation between the male students’ majors and the CBFWS, there was still opportunity for the
male students to have experiences which related to their field of study. This aspect of major
selection among male students lays the foundation for understanding how their CBFWS
experience related to their academics.
For example, James was a computer science and engineering major who had the goal of
becoming a computer scientist. By participating in CBFWS, it taught him to think more about
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the person who will use the computer applications that he may develop and what he can do for
them. There is a connection back to people within the community. Four out of five male student
participants in this study had majors in Business Analytics, Computer Science, Accounting, and
Marketing. These were not majors typically associated with careers geared towards supporting
people directly such as Education and Social Work fields. However, this was a core strength of
CBFWS to facilitate experiences which connected male students to their local communities.
CBFWS provided a strong match between male students’ majors and their work-study
positions. For example, many of the community partners in CBFWS were centered on youth
development efforts. However, male students with majors such as marketing, computer science,
and business analytics were able to receive hands-on experience in a non-profit organization. The
community placements attempted to give these male students work projects that were more
closely aligned with their majors as opposed to having them directly serve the K-12 youth in
their community programming. However, male students in this study perceived the CBFWS
experience and its relation to academic performance with mixed effects.
Positive and Neutral Perception Between CBFWS and Academic Performance.
There was a consistent response from male students throughout the data collected that suggested
between 50%-60% regarded the relationship between CBFWS and their academic performance
as positive. For instance, three out of the five (60%) male students interviewed responded that
they believed the program had a positive effect on their academic performance, while two male
students (40%) responded that they believed it had a neutral effect. The data from the spring
2021 exit interviews suggested 50% regarded CBFWS as having a positive effect on their
academic performance while 50% perceived it as a neutral effect. Further research is needed to
assess if the male students’ GPAs were aligned with their CBFWS experience. While there is a
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negative or neutral correlation between off-campus student employment and GPAs (Soliz, Long,
& CAPSEE, 2016), this may align with some of the data collected from male students in this
study, particularly those who perceived a neutral effect between CBFWS and academic
performance.
The best evidence that suggested a positive relationship between CBFWS and male
students’ academics was the connection to coursework. For example, 42.8% of male students in
the spring 2020 exit interviews said their coursework related to their CBFWS experience. These
male students talked about applying knowledge and skills learned in their coursework to their
CBFWS position. The strongest case of this connection was with a participant (Pablo) who said
he was familiar with concepts he was learning in the classroom because he was doing similar
work in his community placement.
At times it was difficult to assess why male students said CBFWS had a positive effect on
their academic performance. For example, one student (Joe) said it had a positive experience, but
it didn't affect his classes negatively. In this circumstance, can we truly say that something is
positive because it does not have a negative effect? On the other hand, a clear example of
CBFWS’ positive influence on academic performance was with Pablo's response of specifically
saying it helped him to have better time management skills. This was a specific reason given of
why he felt it had a positive impact on his academic performance which lends more credence to
verifying that it did in fact have a positive effect. Furthermore, this development of time
management skills falls under the NACE (National Association of Colleges and Employers)
career competency of Professionalism/Work Ethic and its reference to having effective work
habits such as “time workload management” (NACE, 2021b). Thus, this example pushes future
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studies to explore how the development of career competencies may relate to perceived
improvements in academic performance among male students.
There were a few male students from the spring 2021 data set who talked about CBFWS
being positive towards their academic performance in terms of the flexibility it allowed them.
However, not all male students saw this flexibility as a positive. For instance, Joe said the
CBFWS position was flexible because it worked around his class schedule, but he considered
this a neutral effect on his academics—not a positive. It is unclear if male students may find parttime off-campus jobs, unassociated with the university, that could be as flexible towards their
class schedule as CBFWS. This flexibility that was mentioned, while a great feature of the
CBFWS program, does not translate into a unique aspect of the CBFWS experience itself. Thus,
it is difficult to make inferences to how CBFWS related to academic performance based upon
solely the data collected.
Male students who answered with a “neutral response” may have felt it had a negative
impact on them but did not want to overtly specify that directly. Additionally, there was one
male student who said it had a neutral effect on his academic performance, but then said some of
his school projects helped him to do the work at his community placement and vice versa.
Therefore, this example led me to believe there was confusion in the wording of the question
itself, at least with this one student. If a male student told me some of his school projects helped
him to do the work at his community placement and vice versa as happened in this study, in my
opinion, that is a positive not a neutral effect as the student stated. Therefore, it may have been
unclear to male students how to think about the relationship between CBFWS and their
academics. However, if the study utilized the NACE career competencies within the academic
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portion of the interviews, that may be prompted the participants to think about the questions in a
richer way.
Nearly one-third (28.5%) of the study participants at the end of the spring 2020 semester
cited the development of communication skills, time management, and writing skills as factors
developed in the CBFWS experience that improved their academic performance. This shed
insight into how male students perceived CBFWS affected their academic performance. This
suggested the NACE career competencies overlapped and influenced male students’ academic
performance. Several factors are needed to create any given effect and due to the multiplicity of
interacting influences, the same factor can be a part of different conditions that have different
effects (Bandura, 1986). In other words, there are many factors of CBFWS participation and
these interacting influences between the male student and his community placement provide the
possibility of conditions that facilitate development of career competencies. However, Figure 4
(see below) presents how these competencies potentially overlap with academic performance
among male students in CBFWS. More research into how career competences could impact
academic performance, for example the development of communication skills in CBFWS, is
needed to better understand how career competencies influence academics among male students.
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Figure 4. Overlap of the Development of Career Competencies and Academic Performance from
CBFWS Participation.
Communication Cited as the Most Developed Career Competency. Communication
skills were the top NACE career competency male students gained in the CBFWS experience.
“Oral/Written communication” was cited by four out of five (80%) of the male student
participants interviewed for this study. This connects to the results from the first document
(spring 2018 exit interview) where 80% of the male students also cited communication as a top
skill developed in the CBFWS experience. Male students responded that they learned how to
“effectively communicate in the workplace, how to deal with a customer, how to deal with
people and clients, and how to talk to potential clients and partners.” This is in alignment with
the NACE career competency of “Oral/Written Communication,” which emphasizes the ability
to “articulate thoughts and ideas clearly, public speaking skills, and able to express ideas to
others…clearly and effectively” (NACE, 2021b).
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Let us consider the ages of the students who were interviewed at the end of fall 2021.
These students were between the ages of 21 and 22 and were born in the early 2000s. They have
grown up in a culture where technology greatly impacts methods of communication and how
information is received and exchanged. Considering this context, while male students may have
the technology to communicate, they may not have the techniques for effective
communication—especially if they consistently cite communication as a key skill that was
developed in CBFWS. The CBFWS program’s central component of being off-campus and in
the community, puts male students in an environment where they must communicate with a
diverse set of people. This could include K-12 youth, parents, professional staff within the
community agency itself, and possibly other professionals with whom the community agency
partners with in their work. Communication skills may be increasingly challenging to develop,
especially in a remote context brought on by COVID.
While working remotely during 2020-2021 academic year, communication skills had to
be honed because of the new virtual work environment required. There is more of a sense of
working autonomously while working remotely and this may have also contributed to male
students’ improvement of their communication skills. Within this virtual work setting, it seemed
to be a very challenging context for communication skill development. Furthermore, the ability
to communicate effectively in real-world settings in the workforce, whether virtual or in-person,
is crucial for students. Based upon the responses of male students in this study, CBFWS should
be considered as a strong program that facilitates the development of communication skills for
male students.
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The Development of Critical Thinking/Problem Solving Skills. After oral/written
communication, critical thinking/problem solving was the second most cited NACE career
competency developed by male students in CBFWS. Critical thinking/problem solving
emphasizes the ability of individuals to “analyze issues, make decisions, and overcome
problems” while they may also “demonstrate originality and inventiveness” (NACE, 2021b).
Critical thinking/problem solving was cited by three out of five of the male student participants
(60%) from the data collected from the fall 2021 interviews. This also connects with responses
from spring 2021 where 65% of male students cited critical thinking/problem solving as part of
their CBFWS experience. This suggested the CBFWS program facilitated experiences where
male students at USF were able to develop critical problem-solving skills from their perspective.
The community-based experience of CBFWS connected with the findings of Athas et al. (2013)
that community involvement yields heighten perceived growth among students in skill
acquisition. In the fall 2021 interviews, AJ suggested his on-campus FWS position was repetitive
and in CBFWS he was able to think critical and creatively. The CBFWS program facilitated
community partnerships with experiences which allowed for critical thinking/problem solving
skill development.
The Development of Professionalism. The development of professionalism/work ethic
was the third most cited career competency by male students in CBFWS. Based upon previous
exit interview documents, 60% of male students in spring 2018 talked about aspects of CBFWS
that related to gaining professionalism, while 42.8% of male students in spring 2020 responded
that it provided professional experience. Participants from the interviews conducted in fall 2021
also affirmed the experience of being in a professional setting and the impression it made on
them. Throughout the data collection for this study, the development of time management skills
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was cited by many of the male students. In spring 2018, 40% of male students cited they learned
time management skills, which fits into the purview of the NACE career competency
professionalism/work ethic, that emphasizes the ability to “demonstrate personal accountability
and effective work habits, e.g., punctuality, working productively with others, and time workload
management” (NACE, 2021b). This connected with the research of Bringle et al. (2011) that
found CBFWS is valuable for students as it “entails accountability, sustained immersion in the
organization, and an expectation of professionalism” (pp. 157-158).
At the heart of the CBFWS program was its emphasis on supporting the local community
through professional organizations. This was a different kind of working climate than working
on-campus at the university. Both forms of FWS have their advantages and disadvantages. For
example, on-campus FWS allows students to attend school and work in the same physical
environment. This is also beneficial if a student desires to work in a higher education
environment after graduation. However, an advantage of CBFWS is that it provides an
environment with diverse sets of professionals and stakeholders within a community
organization. The off-campus organization likely has very different aims and goals than the
university, particularly an institution such as the University of South Florida in a large
metropolitan area such as Tampa, Florida. The real-world experience of being out in the
community that CBFWS offers correlates with findings from the Lumina Foundation and Purdue
University (Kenefick, 2015) that found that student employment, when linked with real-world
experiences, has a substantial impact on students' success after graduation. People have a
capacity for observational learning which allows them to develop their skills as by observing
various models (Bandura, 1999) such as supervisors and coworkers. CBFWS facilitated an
experience where observational learning was possible for male students with their community
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placements and may account for the increase of the NACE career competency,
professionalism/work ethic. Male students in CBFWS experienced two different worlds – one
within the university and their academic life, and the other within the local community outside
the university and their professional life. CBFWS enabled most male students to build the
competency of professionalism but also to find a sense of community outside the university.
Finding a Sense of Community in CBFWS. Throughout this study, there was a
recurring theme of male students finding a sense of community within the CBFWS experience.
When asked to speak about their relationship with their community placement, most participants
talked about the experience in terms of a positive atmosphere environment and stressed its family
atmosphere. These findings suggested the meaningfulness of connection that the male students
had with their community agency. Furthermore, in the spring 2018 exit interviews, 80% of male
students talked about working with “wonderful people,” “really strong people,” “exceptional
people,” and even going so far as to say their coworkers were like “family.” In the spring 2021
exit interviews, 66.6% of the male student participants noted that it had been a positive
experience and 50% of them noted that these were great people to work with in their community
placement. These positive aspects of finding connection with coworkers were also evident in the
results from the fall 2021-spring 2022 interviews.
Both James and Pablo cited the same favorite memory of their CBFWS experience,
which was rooted in seeing the community come together at the opening of a local park. James
and Pablo had worked on this community project behind the scenes and were able to see their
work come to fruition. James discussed how this position opened his eyes to the importance of
community engagement. He viewed engaging in software engineering with service in mind as a
way that he could give back to the community. AJ commented that he wished to stay with his
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community agency for as long as he could, even after graduating from USF. This sense of
community was also touched upon in the documents that were collected and analyzed in this
study. For instance, male students commented on the relationships with staff and supervisors at
their CBFWS placements. Learning occurs either directly and indirectly by observing the
behavior of others and the consequences for them (Bandura, 1999). The relationships built by
male students in CBFWS afforded them the opportunity to observe professionals and learn from
their behavior. This connection to others --- whether with local community members or with
coworkers/supervisors --- was highlighted throughout the data collected.
Mentorship as a Significant Component of Social Support in CBFWS. Mentorship in
CBFWS was of high significance to male students. Eighty percent of participants said they felt
they had a mentor in their CBFWS position. Many of the male students stressed the importance
of the relationships they built in CBFWS, saying they would last in the long-term beyond their
time at USF. Male students gave specific examples of their on-site supervisors in their CBFWS
position guiding them in their academics (e.g., choosing a field of study for graduate school) or
career readiness (e.g., connecting them with professionals better aligned with their major). When
supervisors are supportive of students, there are positive effects for student employees (Wood et
al., 2016). This sense of mentorship between male students and their supervisors within the
community placements was encouraging. Although more research is needed to confirm that there
were positive effects for male students in CBFWS, from the perspective of the male students it
appeared there were positive outcomes due to the supportive relationships with their supervisors.
CBFWS Provided Opportunity to Network. Male students had the opportunity to work
with professionals out in the community, meet other professionals, and build up a professional
network around them that can be of support to them. In the fall 2021 interviews conducted for
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this study, sixty percent of male students said they felt they had the opportunity to network with
professionals in their CBFWS experience. For example, James had the opportunity to collaborate
and network with a Google engineer through his community placement. Wilbur talked about how
CBFWS had the ability to facilitate connections with other professionals. For example, Wilbur
was able to connect with a professional who worked on the community placements website and
said he learned some aspects of website development. This community placement that Wilbur
spoke of was focused on youth development work; however, they were still able to facilitate a
connection for Wilbur that was more in line with his interest in digital marketing. One is more
likely to learn about new ideas and practices from brief contacts with numerous acquaintances
than from frequent contact in the same circle of close friends (Bandura, 1986). The enormous
potential of CBFWS to provide contacts with persons who male students would not normally
have met was a crucial part of their experience. This leads to further implications for how
CBFWS develops opportunities for networking, even when the mission of an organization is
different from that of the male student.
Social Cognitive Theory. In social cognitive theory, (Bandura, 1986) posits that there
are reciprocal influences between behavior, cognitive and other personal factors, and
environmental factors. Reciprocal determinism essentially states that these factors (behavior,
cognitive, and environmental) all operate interactively of one another (Bandura, 1986). Given
this framework, we can view the male student experience in CBFWS as the mutual interaction
between the male student’s behavior, cognitive and personal factors, and the community
placement. The male students’ behavior, for example development of professionalism and
communication skills in the workplace, are likely influenced by his environment of the
community placement.
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The cognitive factors of male students, in particular their expectations and perceived selfefficacy, dictate to a large extent how their behavior and CBFWS is defined. Perceived selfefficacy is defined by Bandura (1986) as “people’s judgements of their capabilities to organize
and execute courses of action required to attain designated types of performances” (p.391). A
male student could enter a CBFWS position with a high degree of self-efficacy and believe that
he can produce satisfactory outcomes for himself and his community placement. However, if
environmental influences change such as was the case with Wilbur (the marketing major who
was interviewed for this study), then it is possible this may demotivate the student and affect his
behavior. In this example, the community partner shifted away from having Wilbur work on
marketing related projects as he did earlier on in his time with the partner, to doing more
customer service-related tasks. This is also a case of this particular community placement
changing its behavior and cognitive factors from what they once were (i.e., aligning work
projects geared towards Wilbur’s marketing major) to having him work on things the
organization needed.
Students need the opportunity to learn and have the chance to fail in real-world
environments. By observing the positive and negative outcomes of different courses of action,
they learn what types of action are suitable in given situations (Bandura, 1999). The role of
modeling in social cognitive theory, which influences how people organize their thoughts, the
kind of information they and how it is processed (Bandura, 1986), may have implications for
male students in CBFWS in a few key ways. Four out of the five male students interviewed for
this study said they perceived they had a mentor as part of their CBFWS experience. This might
have given these male students the opportunity to model and develop their professionalism based
upon these mentors. “Joe” said it felt like a “real, adult job” and it might have placed him a
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context to model other professionals and provide the potential to develop his sense career
readiness. It may be possible for these modeling of professionalism to transfer into public
speaking and networking as well.
Self-regulation plays a central role in social cognitive theory as it proclaims behavior of
individuals is motivated largely by internal preferences (Bandura, 1986). This may have
implications for the findings of male students in CBFWS; for example, with male students’
emphasis on professionalism, time management, and career goals. Self-directed behavior of male
students in CBFWS may be influenced by their internal motivations for career readiness as it
relates to their major. The reports of male students in this study, specifically with their accounts
of building professionalism in CBFWS, may lend reinforcement that such skill development
could have been motivated by their internal desire to work towards greater career readiness.
Recommendations for Future Practice
Increase Awareness About Federal Work-Study (FWS) and Community-Based
Federal Work-Study (CBFWS). This study shed light on the demographics of male students in
CBFWS at USF. For instance, 71.4% of male students identified as a first-generation college
student at the end of the spring 2020 semester and 50% at the end of the spring 2021 semester.
Additionally, at the end of the spring 2020 semester, 71.4% of male students identified as
African American while the remaining 28.6% identified as Hispanic and Caucasian. At the end
of the spring 2021 semester, 66.7% of male students in CBFWS identified as African American.
The Office of Multicultural Affairs (OMA) at the university should be contacted to share these
findings and discuss ways to increase awareness about CBFWS. This internal partnership
between OCEP and OMA also aligns with one of the participant’s observation that the CBFWS
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program needs to be “marketed in a more inclusive way.” USF student organizations and peer
mentoring programs may also help to create awareness about CBFWS.
The Office of Community Engagement and Partnerships (OCEP) at the University of
South Florida (USF) could make further inroads with internal university colleagues. For
example, there are possibilities for partnerships with campus departments to collaborate and
further support success for first generation students. OCEP might utilize internal partnerships at
USF to yield greater access to first-year students. For example, opportunities to speak in front of
classes on behalf of OCEP to promote CBFWS may be a helpful strategy to spread awareness.
Additional collaborations with the Office of Financial Aid and the university's career services
office may help to raise awareness. For instance, Federal Work-Study (FWS) is awarded to
eligible students through the Office of Financial Aid. As Marx et al. (2020) found in their efforts
on improving FWS programs, partnerships with the university’s financial aid office can be a key
relationship. OCEP currently does not know how and if opportunities to participate in
experiences are promoted to these eligible students.
OCEP and career services could partner and facilitate an employment fair that is focused
on FWS and the Community-Based Federal Work-Study Program. OCEP may also utilize its
partnerships across not the Tampa, St. Petersburg, and Sarasota-Manatee campuses. This could
promote further collaboration among university staff that would be in the best interests of its
students and local agencies and lead to greater community engagement. It may be worth
exploring avenues that can promote CBFWS to students before they arrive at USF. For example,
the Florida College Access Network (FCAN), College Reach Out Program (CROP), and Upward
Bound at the university may be supportive in creating awareness of CBFWS among high school
students before they arrive at USF.
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Address Potential Barriers of Male Students Participation in CBFWS. Participants
from the fall 2021 semester suggested several potential barriers that could be keeping male
students from engaging in CBFWS. Potential barriers include: (a) transportation, (b) being
unaware of the CBFWS program, (c) being unfamiliar with the local community, (d) negative
perspectives of the community-based component of the CBFWS program, and (e) a perceived
lack of knowledge/skills to be successful in CBFWS. Barrier “e” points to the potential for male
students to have a low level of perceived self-efficacy, which may play a crucial role in
determining whether or not they participate in the CBFWS program. Unless people believe that
they can produce desired effects by their actions, they have little incentive to act or to persevere
in the face of difficulties (Bandura, 1999). An asset-based approach that encourages male
students to explore what skills they presently possess and how that may fit into the CBFWS
program may be beneficial in increasing the rate of male students in the program. In order to see
things from the perspective of students, it may be helpful to conduct focus groups to better
understand these barriers. Perhaps this may to additional insights on how to address these
barriers.
Workshops with male students that facilitate reflection activities which prompt them to
think about their own current skill sets may also be productive. This could be a workshop that
could be conducted in collaboration with career services and collect further data on how male
students at USF see themselves. OCEP may begin to move forward in addressing these barriers
to show male students the kinds of career competencies they can develop in CBFWS. When
working with on campus stakeholders to increase CBFWS awareness, it is important to
communicate the potential positive effects are for male students who participate in this program.
Unfortunately, transportation is the most difficult barrier to address but perhaps there are ways to
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have male students work remotely with community placements. Although transportation is not
necessary for remote work, this virtual work context may reduce the potential for mentorship and
networking in CBFWS placements. At the very least, a virtual work environment in CBFWS
changes the original intent of what the program can accomplish among both parties. OCEP could
also explore the possibility of community placements compensating students for transportation
costs. Providing clear options of public transportation for student employees may be another
option in addressing this barrier to CBFWS participation.
Build Greater Intentionality into the CBFWS Program. What is the intention behind
work projects that students do in their CBFWS position? Are community partners connecting
CBFWS students with projects that will fuel their motivation and creativity? Are there
appropriate community placements that align with students’ college majors? These are the
questions practitioners of a CBFWS program should ask to build greater intentionality with
between students and community partners. Hansen and Hoag (2018) underscore the importance
of greater intentionality in student employment by emphasizing the greater purpose behind the
position. By stressing the intention behind work projects and connecting that to a more diverse
set of tasks that could be accomplished for the community partners, this may improve the
relationship of male students in CBFWS to their academics, career readiness, and social support.
There were many insights from the research participants in the fall 2021-spring 2022
interviews which gave a rich context on how to view this issue of intentionality in CBFWS. For
example, Wilbur said his work projects in his community placement had drifted away from his
marketing major. He was able to do more marketing projects in the first year when he was in
CBFWS; however, that seemed to have shifted towards more customer service-related endeavors
within his community placement in the last few years. This touches upon the tension between

155

what the community partner wants accomplished, compared to what the male student may desire
to work on that could relate to their career and academic interests. Thus, there needs to be strong
consideration and guidance towards how community partners and students may be able to
mutually benefit each other on their goals.
James and Pablo had technology-based majors --- computer science and business
analysis/informational systems, respectively--- and the community placements tried to capitalize
on this where possible. It was suggested by James and Pablo that while the mission of their
community placements was not in alignment with their majors or career goals, the CBFWS
partners intentionally tried to match projects that would be a good fit with their majors. For
example, James had a career interest of going into software engineering but his community
placements, where possible, were able to give him tasks and projects that were related more to
his major of computer science. This is further highlighted by Pablo’s comments of working on
technical projects such as a business dashboard in being able to use software applications to
develop a digital classroom with his community placement.
One male student from the 2019-2020 academic year who had previously worked in the
university bookstore gained customer service experience from that position. However, he noted
that he was able to be more artistic and creative in his CBFWS position and that it helped him
with his classes. Unfortunately, it is not clear how exactly it helped him with his classes based
upon the data presented or how he was able to be more artistic and creative in his community
placement. However, his comment does suggest that the CBFWS experience had stimulated him
in a way that the experience of working at the bookstore on-campus had not.
Another male student from the 2019-2020 academic year had worked on-campus
previously in the university resource management and development department as a fiscal
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assistant. This student talked about his on-campus work study position as something where he
was doing repetitious procedures and contrasted this to his CBFWS position where he said every
week it was something different. He also said the relationship he built with his on-site supervisor
and the community organization would last in the long term. This does not suggest and cannot
suggest that on-campus Federal Work-Study positions cannot do the same thing. This is only one
student experience from which to draw from and we cannot make a generalization or strong
assertion. However, these two male students both pointed to their CBFWS experience as a more
engaging endeavor than their on-campus FWS counterpart.
The CBFWS program could work more closely with community placements to ensure
male students are given projects related to their career goals when possible. Further research is
needed on the community partners’ perspective on matching work projects with their CBFWS
students’ interests. Marx et al. (2020) suggested reinventing FWS programs to better support
student success by an increased focus on career readiness skills. Tangible steps might be taken
within the CBFWS program and its community partners to ensure work projects match the
NACE career competencies and then build assessments around the outcomes of male students in
relation to those competencies. This approach also aligns with recommendations by the National
Association of Student Financial Aid Administrators (NASFAA) to “examine the types of jobs
performed by FWS students and the associated outcomes” and to find ways for institutions to
“increase their effectiveness in assisting FWS students to meet their educational or career goals”
(NASFAA, 2016a). In other words, what are FWS students doing, why are they doing it, and
does it impact them towards achieving their educational and career goals? This is a key question
to answer in moving forward to build greater intentionality in CBFWS.
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Incorporate Mentorship and Networking into CBFWS. While the majority of the
male students interviewed for this study said they gained a mentor and had the opportunity to
network, OCEP might improve these aspects of social support in CBFWS. Four out of five male
students (80%) who were interviewed for this exploratory case study said they believed they had
found a mentor in their CBFWS position. The one male student in CBFWS who said he did not
believe he had a mentor, Wilbur, talked more about the mentorship program in the College of
Business and the positive impact that he thought that was having on his academic performance.
This suggests that mentorship may not be taking place in every male student experience in
CBFWS and needs to be emphasized better in its programming. OCEP could reach out and
contact this mentorship program in the College of Business to learn more about what they are
doing and how that might fit into CBFWS. Additionally, the sense of mentorship between the
partner and students could be further incorporated in its programming.
Market CBFWS In an Inclusive Way. OCEP's CBFWS program had several positions
within K-12 or similar environments which emphasized mentoring/tutoring and supporting
afterschool programming. The CBFWS job positions available may correlate more with social
science degrees such as education and social work. Major selection among male students and its
relation to the CBFWS job positions would appear to matter greatly. Many of the male students
in the CBFWS program had degrees such as accounting, computer science/engineering,
marketing, and information systems. Therefore, we might think in broader terms of the mission
of a community organization and its many layers of administrative and programmatic services.
This holistic view of community agencies lends itself to examining the business-related
attributes of their organization. The male students in this study had more technical and businessrelated majors and this must be taken into strong consideration when placing male students in
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community-based placements such as CBFWS. This may lead to creative approaches which may
increase the attraction of Community-Based Federal Work-Study to all male students, being
mindful to be inclusive of all majors.
The central key to improving marketing efforts may lie in showing male students how
CBFWS could make them successful during and after college. The issue of the low percentage of
male students in CBFWS could have its roots in OCEP recruitment and marketing efforts as well
as male student perception of CBFWS---additionally, male students may simply not be aware of
CBFWS. The societal expectation of achieving financial stability and security may hold the key
to improving the image of community-based practices to male students (i.e., it better prepares
them for the workplace, and improves their chances of reaching financial stability). Regardless
of students' background, OCEP could improve its CBFWS program by highlighting its benefits
which would appeal to all students.
Position CBFWS as Precursor to Internships. CBFWS could pivot itself as a precursor
to the internship, which enables rich experiences and essential skill development crucial for
success in college and beyond. Positioning CBFWS as a precursor to an internship could have
implications for OCEP to support community engagement efforts at USF while also supporting
career readiness for CBFWS students. CBFWS could be regarded as a precursor to the internship
as illustrated in Figure 5. Internships are a high-impact practice (HIP) and important to university
leadership and the university strategic plan for student success and CBFWS may be crucial in
supporting male students towards gaining essential skills for HIPs and the workforce.
Male students who were interviewed for this study gave narratives that reinforced
CBFWS as a career-building experience. Pablo was able to talk to a future employer about a
business dashboard he developed at his community placement. This impressed the employer and
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landed him a part-time position which was in direct alignment with his concentration in
cybersecurity. Thus, CBFWS has the potential to support male students’ upward mobility
towards positions in alignment with their major. CBFWS may serve as a foundational experience
that the male students build upon and move forward from towards greater career achievements.
The opportunity to help people as Joe perceived his CBFWS position, supported him
towards moving beyond his previous customer service employment experience and work with
teachers and elementary students. For James, his community placements allowed him to see the
day-to-day activities of a leading professional nonprofit agency in the Tampa Bay community.
AJ felt a strong connection with the staff and youth that his community placement served.
He believed that the CBFWS experience had instilled him a passion that could not be compared
to working in an accounting firm—so much so—he did not want to leave his community
placement upon graduation.

Prior Work
& Volunteer
Experience

On-Campus
Federal
Work-Study

CommunityBased
Federal
Work-Study

Internship

Graduation

Figure 5. Proposed Progression of How CBFWS May Fit into Student Timeline.
Recommendations for Future Research
Use of Quantitative Methods in CBFWS Research. This explortary case study yielded
data from prior sources and produced new data from male student interviews with five
participants. As a preliminary step towards a greater understanding of male students in CBFWS,
it was determined that a qualitative exploratory case study was the best approach to better
understand the perspective of male students in this program. However, there is a need for
additional research to investigate this program and its male student participants. While the study
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provided rich data from male student participants, particularly in the interviews, there are other
research methods could potentially be effective. For example, quantitative longituinal studies
could examine whether specific outcomes such as academic GPA, measures of social support,
and indicators of career readiness, change before and after participation in the CBFWS program.
The qualitative nature of the study did yield a challenge when assessing the male student
experience in relation to career readiness. Male students who participated in the interviews were
shown a list of the NACE career competencies and were asked to take a minute to read through
them and reflect upon which ones they believed had the most impact. However, when conducting
the first interview in the study, the question confused the participant and he asked how many he
should choose. At this point, I decided that the male student participants should choose their top
three career competencies. A mixed method approach involving quantitative methods to assess
male students’ perception of their development of career competencies may have strengthened
the research. Assessing the male students’ perception of their CBFWS as it relates to career
competencies in a quantitative survey could yield useful findings. For example, a pre/post
quantitative survey at the start and end of the academic year may give further insights into the
perception of male students’ development of career competencies. Future studies could
investigate career competencies and how male students perceive their development through a
mixed methods approach.
Social Desirability Bias. As program manager of the CBFWS on the USF Tampa
campus since January 2018, I have had access to existing data and potential research participants.
However, this also brought the limitation of social desirability bias among the study’s
participants. According to Bergen and Labonté (2020), social desirability bias refers to the
tendency for individuals to present themselves and their social context in a socially acceptable
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way but may not be honestly reflective of their reality. This may lead individuals to overestimate
their accounts in a positive way (Bergen & Labonté, 2020). Participants in this study may not
have expressed accurate feelings and thoughts because of their familiarity with me as the
program manager of CBFWS. However, as the interviewer, I was able to clarify participants’
responses as suggested by Kelly et al. (2013) and Mooney et al. (2018). I reinforced to the
study’s participants that their responses had no bearing on their employment with the CBFWS
and their insights would be beneficial to the CBFWS program’s development—despite if the
response were negative, neutral, or positive. Four out of five of the participants were no longer
employed with the CBFWS program at the time of the study which may have helped to ensure
more honest responses. Further studies could also mitigate social desirability bias through a
written questionnaire or survey that would allow study participants to be more honest in their
responses by ensuring anonymity.
Development of Career Competencies and Male Students’ Academic Success. Given
the diverse set of majors among CBFWS male students and their tendency to have fields of study
rooted in business, engineering, finance, and marketing, the community placements tried to align
work assignments with their majors when possible. The mission of the community placements
was often quite different from the male students’ academic and career aspirations. However,
there was still a perceived benefit of the CBFWS experience for male students in terms of
academic performance, most notably, the development of time management skills. Some of the
career competencies that the male students gained may have had an impact in their perception of
how CBFWS had an influence on their academic performance. Further research is needed to
explore career competences and its impact on academic performance among male students.
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CBFWS facilitated experiences that seemed to allow for skill development among male
students. The real-world context of CBFWS, with its connection to the local community with
professional staff and supervisors, facilitated the opportunity among male students to develop
career competencies and supportive relationships. The development of career competencies may
improve career readiness and have implications for academic success. For example, male
students perceived their improvement of communication skills and time management had a
positive impact on their academic performance. Marx, Flinkman, and Wilson (2020) also
recognized this the potential for FWS programs to facilitate the development of career
competencies to impact academic and professional success. More research is needed to assess if
GPAs and other academic indicators improved among male students has a result of participating
in CBFWS. Further research could explore how CBFWS affects male students’ development of
career readiness competencies and how that may translate to their academic performance. The
ultimate goal might be striving to build a framework for CBFWS which considers the culturally
universal and culturally specific qualities of its students. This could allow them to capitalize on
their current strengths and may allow flexibility within the framework for program adjustment
and development as needed.
Community Partner Perspective. A significant limitation of this study was the lack of
the community partners’ perspective on the male student experience in CBFWS. The community
partners may have a strong a perspective on the topic of male students in CBFWS as they work
directly with these students on a weekly basis. This study focused on gaining the male student
perception of their experience in CBFWS. While my goal was to collect the male student
perspectives of CBFWS, further research on community partner perspectives of male students in
CBFWS may provide another perspective from stakeholders who have a greater familiarity with
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the male students’ work life than I do as the program manager of CBFWS. Putting myself
directly into the CBFWS community placement could change the context and how potential
research participants may act. However, interviews with community placements may yield
additional insights on the male student experience in CBFWS.
Gender and Masculinity. Gender and masculinity could have been a central aspect of
this study. However, I decided to focus on understanding the perception of male students’
experience in CBFWS rather than focus on gender and masculinity. Diving into the gender-based
topics would have taken the study in a different direction and its aim of uncovering the male
students’ experience in CBFWS. Future research may explore if and how masculinity plays a
role in the low participation of male students in the CBFWS program. Further research could
investigate if masculinity plays a role in how male students view CBFWS and other communitybased practices in higher education. This study also included participants who were cisgender
males. Therefore, more research is warranted to discover how transgender male students perceive
their experience the CBFWS program.
COVID-19 and its Impact on CBFWS. On March 16, 2020, the Office of Community
Engagement and Partnerships at the USF Tampa campus, where the CBFWS program is
currently overseen, was forced into a remote work environment. COVID-19 disrupted the
physical space of the CBFWS experience from the summer semester of 2020 through the
summer semester of 2021. Throughout this timeframe, all students in the CBFWS program had
to work virtually based on university regulations for employees to work remotely. These students
are employees of the university and had to follow these regulations. Thus, the data that comes
from the spring 2021 exit interview must be considered within the context of the pandemic. Male
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students’ CBFWS from fall of 2020 through spring 2021 was influenced by the adjustment to a
virtual/remote work environment.
At the time of the interviews that were conducted for this study (fall 2021-spring 2022),
many of the students were back in-person at their community placement. However, many
students in CBFWS (female and male) continued to work remotely or engage in a hybrid model
of work (i.e., in-person and remote). While COVID-19 disrupted how the CBFWS program
functions and its emphasis on real-world experience in the local community, it has also provided
students with an opportunity to work remotely—which may prove to be an enormous benefit in
today’s economy. While COVID-19 provided limitations for this study and compromised
CBFWS’ original intention of in-person, community-based work environments, it may have also
provided a much-needed experience for students. Additional planning on the part of community
agencies took place to assess how they could best utilize CBFWS students could continue to
support their organization in a new remote work setting. Further research is needed to see how
CBFWS experiences may operate in remote work settings brought on by the COVID-19
pandemic in beneficial and useful ways.
Virtual Work Settings with Male Student Employees. From the interviews conducted
for this study, James touched upon an advantage he found in working remotely in being to
multitask from home. Joe talked about how working remotely was also more flexible as well but
didn't really see how that had an impact on his academics. Similar to James, AJ noted he was
able to focus more on his academics because he was able to do things in one space and multitask.
While there is flexibility in working remotely while going to college, these male students may be
missing out on hands-on, real-world experiences in their community placement that could
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potentially relate to their academics, career readiness, and social support in a way that working
remotely does not allow.
Working remotely in CBFWS because of COVID-19 had its advantages and
disadvantages in relation to career readiness. For students like Pablo and James who had techrelated majors, their experiences were more favorable than Joe and AJ who interacted with K-12
students in their position. Having the experience of working remotely could be seen as a benefit
to career readiness, particularly because of the COVID-19’s influence on today’s economy
where working remotely is more common place (Yarberry & Sims, 2021). Pablo recognized that
companies have begun to utilize a hybrid or remote work model and having this experience in
CBFWS was an asset. On the other hand, James commented that teamwork and collaboration in
a remote work setting was not as easy as when it is in-person. There seemed to be a sense of
autonomy (an asset and benefit) which was also accompanied by isolation (disadvantage). As
employees continue to work in hybrid and remote work environments, greater intention should
be paid to this aspect of CBFWS programming in future studies.
Include Male Students from St. Petersburg and Sarasota-Manatee Campuses. The
data collected and produced in this study utilized information from male student participants in
CBFWS from the University of South Florida’s Tampa campus. This was because of the access I
had to current and past information on CBFWS as an employee of USF’s Tampa campus.
However, future research could involve USF's St. Petersburg and Sarasota-Manatee campuses. In
the spring 2022 semester, the Office of Community Engagement and Partnerships began working
with the USF St. Petersburg campus’ Center for Civic Engagement. At the time of this study, this
only led to one placement of a USF St. Petersburg student with a local St. Petersburg agency.
However, this initial placement may lead to further placements with the USF St. Petersburg and
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Sarasota-Manatee campuses which could impact additional students and partners while leading
to additional data to investigate in future studies.
I plan to disseminate this study and its findings to the following departments at USF: (a)
Interim Director of the Office of Community Engagement and Partnerships at the USF Tampa
campus, (b) Dean of Undergraduate Studies for the Office of Undergraduate Studies at USF
Tampa, (c) Director of the Center for Leadership and Civic Engagement, (d) Career Services at
all three USF campuses, (d) Chairman of Status of Men Presidential Advisory Committee, and
(e) Center for Civic Engagement at the USF St. Petersburg campus. My hope is that this research
will create and continue conversations on greater engagement among USF male students in
community-based programming.
Conclusion
This exploratory case study accomplished several goals. First, it developed further
research on Federal Work-Study (FWS) and more specifically on Community-Based Federal
Work-Study (CBFWS). FWS is a topic of higher education that has lacked sufficient data on its
programs (NASFAA, 2016b). The study also investigated underrepresented students in higher
education, specifically African American and Hispanic male students who were the majority of
male students in CBFWS at USF. The study explored CBFWS experience among male students
and its relation to their academic performance, career readiness, and social support. Career
competencies such as “oral/written communication,” “critical thinking/problem solving,” and
“professionalism/work ethic” among the most cited competencies of male students in CBFWS at
the USF Tampa campus. The need for improved marketing that shows the benefits of
participating in CBFWS, particularly from a career readiness and social support perspective, may
help to improve recruitment of male students. Future research studies, particularly on the
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development communication skills and career competencies and their impact on male students’
academics, are needed. This study is first of its kind on how male students perceive their
experience in CBFWS utilizing an exploratory case study methodology.
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Appendix A: Email Recruitment Letter Template
Email Subject Title: Request to Participate in Study by Dustin Krein
Attachment: Study by Dustin Krein - Consent Letter
Dear Participant Name,
Hope this message finds you well.
I am reaching out to inquire about your participation in a study I am conducting this fall 2021
semester as a doctoral candidate in the Ed.D. program at USF. The title of the study is: “Male
Student Experiences in Community-Based Federal Work-Study (CBFWS): Exploring the
Relationship of CBFWS to Academics, Career Readiness, and Social Support.”
My interest is in seeing how we may better understand the experiences of male students in
Community-Based Federal Work-Study at USF. I believe your insights and feedback would
be most helpful for my dissertation.
The study on your part would require the following:
1. Read the informed consent letter (attached); this will be sent through DocuSign for an
electronic signature if you agree to participate in the study
2. Complete demographic questionnaire (approximately 10 minutes) via Qualtrics
3. Participate in a virtual semi-structured interview through Microsoft Teams –
maximum of 90 minutes
4. An opportunity to review the transcription of the first interview
5. Follow-up interview–Clarification or additional questions based upon the first
interview’s responses – maximum of 60 minutes
6. An opportunity to review the transcription of the second interview
Your actual name will not be used in the study—a pseudonym will be used that you will
create. Your responses will be kept confidential and will have no bearing on your
employment with our office.
If you are willing to participate, please let me know as soon as possible. I appreciate your
consideration and look forward to hearing from you.
Sincerely,
Dustin Krein
Primary Investigator
Ed.D. Candidate in Program Development (Emphasis in Educational Innovation)
USF College of Education
dustinkrein@usf.edu
Cell: 813-403-8673
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Appendix B: Thank You Email Template to Participants
Email Subject Title: Thank You for Agreeing to Participate in My Study
Attachment: Demographic Questionnaire
Dear Research Participant:
Thank you for agreeing to participate in my dissertation research. I look forward to
interviewing you and learning from your insights. You will receive an informed consent form
which will require your signature for us to move forward. This will be sent to you via DocuSign
for an electronic signature.
Upon your signature of the informed consent form, I email you a link to a brief questionnaire for
you to complete via Qualtrics. All information you send me will be stored in Microsoft Box
account through USF and will not be shared with anyone for any reason.
Please let me know a time and date that works best for you for the first interview.
If you have any questions, please do not hesitate to contact me. I greatly appreciate your time
and effort.
Regards,
Dustin Krein
Primary Investigator
Ed.D. Candidate in Program Development (Emphasis in Educational Innovation)
USF College of Education
dustinkrein@usf.edu
Cell: 813-403-8673
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Appendix C: Informed Consent Form
Informed Consent Form
Dustin Krein, M.Ed., University of South Florida
Title of Study: Male Student Experiences in Community-Based Federal Work-Study (CBFWS):
Exploring the Relationship of CBFWS to Academics, Career Readiness, and Social Support
Purpose of This Study:
I am a doctoral candidate in the College of Education at the University of South Florida for the
Ed.D. in Program Development (with an emphasis in Educational Innovation). This semester, I
am conducting research as part of my dissertation requirements. This study is intended to explore
male students’ experience in Community-Based Federal Work-Study (CBFWS) as facilitated by
the Office of Community Engagement and Partnerships at the University of South Florida.
Specifically, I am interested in CBFWS and its relation to your academics, career readiness, and
social support.
Procedures:
You will be asked in the second half of the fall 2021 semester to (a) complete demographic
questionnaire (approximately 10 minutes) via Qualtrics, (b) Participate in a virtual semistructured interview through Microsoft Teams (maximum of 90 minutes), (c) an opportunity to
review the transcription of the first interview (d) follow-up interview--clarification or additional
questions based upon the first interview’s responses (maximum of 60 minutes), (e) an
opportunity to review the transcription of the second interview.
Confidentiality:
All the information you provide will be strictly confidential, and your name will not appear on
any analysis or in the dissertation. I am also requesting your permission to record the virtual
interviews and transcribe the interviews via Microsoft Teams and Microsoft Word—merely to
review and conduct data collection and analysis for the study. Your responses will have
absolutely no bearing on your current or future employment and will not be shared with your
community placement. Should you decide to sign this form, a copy will be given to you for your
records.
Note About Voluntary Nature of Participation and Statement About Compensation:
Your participation is voluntary. You may refuse to participate or may discontinue your
participation at any time during the virtual interviews. While I cannot compensate you for your
time, your participation will be invaluable to my study.
Information About This Study: If you have further questions about the nature of this study, you
have the right to ask, and have all your questions answered promptly by emailing me at
dustinkrein@usf.edu or by phone at 813-403-8673. All inquiries are confidential.
Participant’s Agreement Statement: If you agree to participate in this study, I would appreciate
you signing your name and date to this form and sending it back to me at your earliest
convenience.
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I have read the information above. I voluntarily agree to participate in this study. After it is
signed, I understand I will receive an email to set up the first virtual interview for approximately
late October-early November 2021.
_______________________________
Signature of Participant
______________
Date
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Appendix D: Participant Demographic Questionnaire Template
[Created and sent to participants through Qualtrics]
Thank you for your willing to participate in this research entitled:
Male Student Experiences in Community-Based Federal Work-Study (CBFWS):
Exploring the Relationship of CBFWS to Academics, Career Readiness, and Social Support.
This study focuses on male students in the Community-Based Federal Work-Study program at
the University of South Florida (Tampa campus). The first stage of data collection of this study
which includes participants is to obtain demographic information from you.
Please note: All identifiable information will be kept confidential.
Demographic Questions
First and Last Name:
Please create a pseudonym for yourself (this name you create will be used in this study):
Age:
Class Standing
Gender: Do you identify as male?
If yes, do you identify as a cisgender male?
Cisgender is used to refer to people whose sex assigned at birth is aligned with their gender
identity (Green, 2006; Serano, 2006 as cited in APA, 2018).
Race: African American | American Indian | Asian | Hispanic Ethnicity | Native Hawaiian or
Other Pacific Islander | Two or More Race | White | Prefer Not To Answer | Some Other Race
________
Are you the first in your family to attend college?
What is your major/minor?
What is your anticipated graduation date?
What are your current career goals?
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Appendix E: First Interview Protocol
First Interview Protocol
Dustin Krein, M.Ed.
University of South Florida
Title of Study:
Male Student Experiences in Community-Based Federal Work-Study (CBFWS):
Exploring the Relationship of CBFWS to Academics, Career Readiness, and Social Support
Focuses of the Study:
Understand the experiences of male students in USF’s CBFWS program from their perspective,
specifically in regard to:
1. academic connection (e.g., relationship to field of study),
2. career readiness as defined by the National Association of Employers and Colleges
(NACE) and NACE career competencies,
3. social support (e.g., mentorship with on-site supervisors and networking opportunities).
First Interview Date and Time:
Place: Virtual through Microsoft Teams
Participant Name:
Pseudonym Name:
Confirmation of Consent Form Signed: Yes____

No____

Steps of the Interview:
1. Prior to the interview, the participant is reminded that the interview will be recorded (for
transcription and accuracy).
2. The interview will begin with the opening statement of my interest in this study, my
background, and my intention of why I want to understand their experience.
3. The interview begins with a set of semi-structured open-ended questions.
4. At the end of the interview, the participant will be asked if they have questions or further
comments that were not covered by the interview questions.
5. Provide a closing statement (i.e., message of gratitude and reaffirmation their identity
will remain confidential and has no bearing on their employment with our office, set up
time for second interview)
Opening Statement
I am interested in learning about the male student experience in the Community-Based Federal
Work-Study (CBFWS) program at the University of South Florida. I am passionate about the
success of male students in the CBFWS program because I believe community-based
experiences can have a profound impact specifically on male students. My background, rooted in
AmeriCorps was a community-based experience that had a profound impact on my life—this has
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been a driving motivation for this study. There are also a low percentage of male students in the
CBFWS program, and I am interest in exploring more about your experience. I have overseen
the CBFWS program since its development in January 2018 but am eager to learn more about the
male student experiences in this program. I am excited to hear about your accounts about the
CBFWS program, which will be focused towards (a) academics, (b) career readiness, and (c)
social support. Please keep in mind your responses are confidential and will have no bearing on
your employment with the Office of Community Engagement and Partnerships at USF. I look
forward to learning from you in this study.
First Interview Questions:
Research Questions
Introductory Questions

First Interview Questions
(1) How has your year at USF been going so far?
(2) When you think about your CBFWS
experience, what comes to mind for you?
Why?

Research Question 1: From the
perspective of the male student
participant, what is the perception of
the CBFWS experience in relation to
academics?

(3) Do you have a favorite memory of your
CBFWS experience? If so, could you describe
it?
(1) The next set of questions will inquire about
your CBFWS experience in relation to your
academics. When I say “academics,” what
comes to mind for you? Why?
(2) Do you believe your CBFWS position relates
to your field of study? If so, in what way(s)?
(3) Do you think the CBFWS program has had a
positive, neutral, or negative effect on your
academic performance? Why do you think
that?
(4) What kind of effect do you think the CBFWS
experience has had on your academic
motivation?
(5) Have you thought about how your CBFWS
placement could do to better fit your position
with your field of study?
(6) Has working remotely in your position
changed CBFWS’ relationship to your
academics? If so, in what way(s)?
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(7) Are there additional examples you can
provide about your CBFWS experience in
regard to academics? If so, can you describe
them in detail?
Research Question 2: From the
perspective of the male student
participant, what is the perception of
the CBFWS experience in relation to
career readiness?

(1) The next set of questions will inquire about
your CBFWS experience in relation to your
career readiness. When I say “career
readiness,” what comes to mind for you?
Why?
(2) Has the CBFWS program supported you in
gaining career readiness? If so, how? [Be sure
to cite how career readiness is defined by
NACE]
(3) In what ways might there be connections
between your career interests and your
CBFWS experience?
(4) What NACE career competencies has the
CBFWS experience enabled you to develop
the most? Can you provide specific examples?
[show students NACE career competencies by
sharing screen and allow them to read and
reflect]
(5) As you reflect upon life after USF, do you
believe the CBFWS experience has prepared
you for a career? If so, in what way(s)?
(6) In what ways could your CBFWS placement
increase your career readiness?
(7) Has working remotely in your position
changed CBFWS’ relationship to your career
readiness? If so, in what way(s)?

Research Question 3: From the
perspective of the male student
participant, what is the perception of

(8) Are there additional examples you can
provide about your CBFWS experience in
regard to career readiness? If so, can you
describe them in detail?
(1) The next set of questions will inquire about
your CBFWS experience in relation to your
social support. When I say “social support,”
what comes to mind for you? Why?
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the CBFWS experience in relation to
social support?

(2) What is your relationship like with your onsite supervisor in your CBFWS placement?
(3) Do you feel you have a mentor in your
CBFWS placement? If so, please describe that
mentoring relationship.
(4) Has the CBFWS experience provided social
support for you in terms of networking with
professionals? If yes, can you provide
examples?
(5) Has your position empowered you to build
meaningful connections with the people
whom your CBFWS placement serves? If so,
how and with whom?
(6) Are there any insights you gained from your
CBFWS student colleagues?
(7) Has working remotely in your position
changed CBFWS’ relationship to your social
support? If so, in what way(s)?
(8) Are there additional examples you can
provide about your CBFWS experience in
regard to social support? If so, can you
describe them in detail?

Closing Questions
(1) What do you believe could be done to
generate more interest among male students to
participate in the CBFWS program?
(2) What are some barriers that might keep
students from participating in the CBFWS?
(3) Do you have any further comments?
(4) Just to confirm and clarify, is there anything
we have not covered that you believe would
be critical for me to know?
(5) Lastly, do you have any questions for me?
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Closing Statement for First Interview:
The interview will conclude with the following:
 Close interview by offering a message of thanks/gratitude
 Reaffirm participant’s identity will remain confidential
 Participant's involvement with the study will have no bearing on their employment with
our office
 Remind participant they may receive a copy of the completed study (upon request)
 Remind participant that they will be asked for a second and final interview to clarification
and ask other questions prompted by first interview
 Remind participant they will also be emailed a copy of the first interview’s transcription
for his review
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Appendix F: Second Interview Protocol
Second Interview Protocol
Dustin Krein, M.Ed.
University of South Florida
Title of Study:
Male Student Experiences in Community-Based Federal Work-Study (CBFWS):
Exploring the Relationship of CBFWS to Academics, Career Readiness, and Social Support
Focuses of the Study:
Understand the experiences of male students in USF’s CBFWS program from their perspective,
specifically in regard to:
1. academic connection (e.g., relationship to field of study),
2. career readiness as defined by the National Association of Employers and Colleges
(NACE) and NACE career competencies,
3. social support (e.g., mentorship with on-site supervisors and networking opportunities).
Second Interview Date and Time:
Place: Virtual through Microsoft Teams
Participant Name:
Pseudonym Name:
Confirmation of Consent Form Signed: Yes____

No____

Steps of the Second Interview:
1. Prior to the interview, the participant is reminded that the interview will be recorded (for
transcription and accuracy).
2. The interview will begin with the opening statement of my interest in this study, my
background, and my intention of why I want to understand their experience.
3. The interview begins with a set of semi-structured open-ended questions.
4. At the end of the interview, the participant will be asked if they have questions or further
comments that were not covered by the interview questions.
5. Provide a closing statement (i.e., message of gratitude and reaffirmation their identity
will remain confidential and has no bearing on their employment with our office)
Opening Statement
Thank you for your continued participation in this study. Please keep in mind your responses are
confidential and will have no bearing on your employment with the Office of Community
Engagement and Partnerships at USF. Your time and insights are greatly appreciated. In this
second and final interview, I will ask you (a) questions prompted by the first interviews, (b)
questions I did not think of until this second interview, (c) allow you to review the transcription
of the first interview, (d) investigate if there is additional information that has occurred to you
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since we last spoke. I look forward to seeing what additional insights you may have in this
second and final interview.
Second Interview Questions:
Research Questions
Introductory Questions

Research Question 1: From the
perspective of the male student
participant, what is the perception of
the CBFWS experience in relation to
academics?
Research Question 2: From the
perspective of the male student
participant, what is the perception of
the CBFWS experience in relation to
career readiness?
Research Question 3: From the
perspective of the male student
participant, what is the perception of
the CBFWS experience in relation to
social support?
Closing Questions/Comments

Second Interview Questions
Since our last conversation have you had any further
thoughts about your CBFWS experience?
Since reviewing the transcription of the first interview,
do you have any concerns?
Since the first interview, are there specific examples
of your CBFWS experience that relate to your
academics?
Additional questions TBD as prompted by first
interview related to this section.
Since the first interview, are there specific examples
of your CBFWS experience that relate to your career
readiness?
Additional questions TBD as prompted by first
interview related to this section.
Since the first interview, are there specific examples
of your CBFWS experience that relate to your social
support?
Additional questions TBD as prompted by first
interview related to this section.
Do you believe COVID-19 has impacted you in the
CBFWS program? How?
Is there anything about your CBFWS experience that
has been meaningful to you that we haven’t
discussed? If yes, could you go into detail?

Closing Statement:
The interview will conclude with the following:
 Close interview by offering a message of thanks/gratitude
 Reaffirm participant’s identity will remain confidential
 Participant's involvement with the study will have no bearing on their employment with
our office
 Remind participant they may receive a copy of the completed study (upon request)
 Remind participant they will also be emailed a copy of the second interview’s
transcription for his review
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Appendix G: First Interview Questions
First Interview Questions
1. How has your year at USF been going so far?
2. When you think about your CBFWS experience, what comes to mind for you? Why?
3. Do you have a favorite memory of your CBFWS experience? If so, could you describe it?
4. The next set of questions will inquire about your CBFWS experience in relation to your
academics. When I say “academics,” what comes to mind for you? Why?
5. Do you believe your CBFWS position relates to your field of study? If so, in what
way(s)?
6. Do you think the CBFWS program has had a positive, neutral, or negative effect on your
academic performance? Why do you think that?
7. What kind of effect do you think the CBFWS experience has had on your academic
motivation?
8. Have you thought about how your CBFWS placement could do to better fit your position
with your field of study?
9. Has working remotely in your position changed CBFWS’ relationship to your
academics? If so, in what way(s)?
10. Are there additional examples you can provide about your CBFWS experience in regard
to academics? If so, can you describe them in detail?
11. The next set of questions will inquire about your CBFWS experience in relation to your
career readiness. When I say “career readiness,” what comes to mind for you? Why?
12. Has the CBFWS program supported you in gaining career readiness? If so, how? [Be sure
to cite how career readiness is defined by NACE]
13. what ways might there be connections between your career interests and your CBFWS
experience?
14. What NACE career competencies has the CBFWS experience enabled you to develop the
most? Can you provide specific examples? [show students NACE career competencies by
sharing screen and allow them to read and reflect]
15. As you reflect upon life after USF, do you believe the CBFWS experience has prepared
you for a career? If so, in what way(s)?
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16. In what ways could your CBFWS placement increase your career readiness?
17. Has working remotely in your position changed CBFWS’ relationship to your career
readiness? If so, in what way(s)?
18. Are there additional examples you can provide about your CBFWS experience in regard
to career readiness? If so, can you describe them in detail?
19. The next set of questions will inquire about your CBFWS experience in relation to your
social support. When I say “social support,” what comes to mind for you? Why?
20. What is your relationship like with your on-site supervisor in your CBFWS placement?
21. Do you feel you have a mentor in your CBFWS placement? If so, please describe that
mentoring relationship.
22. Has the CBFWS experience provided social support for you in terms of networking with
professionals? If yes, can you provide examples?
23. Has your position empowered you to build meaningful connections with the people
whom your CBFWS placement serves? If so, how and with whom?
24. Are there any insights you gained from your CBFWS student colleagues?
25. Has working remotely in your position changed CBFWS’ relationship to your social
support? If so, in what way(s)?
26. Are there additional examples you can provide about your CBFWS experience in regard
to social support? If so, can you describe them in detail?
27. What do you believe could be done to generate more interest among male students to
participate in the CBFWS program?
28. What are some barriers that might keep students from participating in the CBFWS?
29. Do you have any further comments?
30. Just to confirm and clarify, is there anything we have not covered that you believe would
be critical for me to know?
31. Lastly, do you have any questions for me?
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Appendix H: Second Interview Questions
Second Interview Questions
1. Since our last conversation have you had any further thoughts about your CBFWS
experience?
2. Since reviewing the transcription of the first interview, do you have any concerns?
3. Since the first interview, are there specific examples of your CBFWS experience that
relate to your academics?
4. Additional questions TBD as prompted by first interview related to this section.
5. Since the first interview, are there specific examples of your CBFWS experience that
relate to your career readiness?
6. Additional questions TBD as prompted by first interview related to this section.
7. Since the first interview, are there specific examples of your CBFWS experience that
relate to your social support?
8. Additional questions TBD as prompted by first interview related to this section.
9. Do you believe COVID-19 has impacted you in the CBFWS program? How?
10. Is there anything about your CBFWS experience that has been meaningful to you that we
haven’t discussed? If yes, could you go into detail?
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Appendix I: Prompting Questions from Research Journal



























How does the CBFWS support male students in achieving their goals?
How can OCEP improve CBFWS (Community-Based Federal Work-Study)
programming to increase student career competences?
How might my data collection include numerical and narrative data?
How could this be a collaborative evaluation approach?
What will the role of the CBFWS alumni be?
How could OCEP make CBFWS more well-known?
How can I think about my PoP in terms of micro, meso, macro?
What disciplines what I might be drawing from in my DiP?
How does CBFWS improve male student academic performance and persistence?
From what I currently know about my PoP and the surrounding context, how can this
information inform my research methodology has opposed to starting with research
approaches and trying to make those fit with my PoP? (i.e., more holistic, coherent
integration of research approaches based upon the PoP)
How has COVID-19 impacted their CBFWS position?
How can I think about context in terms of professional, organizational, and policy?
Should there be a section on COVID-19 and its impact on this study, or possible
implications? (i.e., CBFWS can really be a way to impact student success if implemented
intentionally—this DiP could be just a small step in understanding the student experience
in CBFWS and how those insights can impact FWS policy at USF)
Could I ask male student specifically, “What do you think would make more male
students join our CBFWS program?”
What could increase male student participation in OCEP’s CBFWS program?
How is the CBFWS program marketed to students with inclusive messaging that appeals
to all students, including male students? How might this impact recruitment efforts?
How do male students feel in these primarily female-dominated areas in this CBFWS
position?
Do the male students think about that, or perceive that?
What do male students think about their CBFWS positions that are related to their majors
who may not work with youth but are involved in the business side of the organizations?
Is CBFWS unintentionally only supporting social science-related fields (e.g. education,
youth development), therefore, have predominantly female CBFWS students?
When we say community-based FWS; what is specifically meant by “communitybased”? Nonprofits, public schools, gov’t agencies? Do women go into these areas more
than men?
How does their CBFWS (community, real-world experience) impact them, when their
majors match and when their majors do not match?
How does CBFWS impact their skill development, prepare them for their
careers/graduate school?
Have the CBFWS provided male students experiences with diverse individuals that have
caused them to rethink their thought-patterns and perspectives?
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